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Abstract 
The movement of people and the international trend towards the marketisation 
of education in response to the forces of globalisation have resulted in the phenomenon 
of young people from other nations, many of whom are from countries in the Asia 
region, enrolling as fee-paying students in Australian schools to continue their 
education. Subsequently, the increasing influence of the Asia region for Australia and 
the development of a national approach to school curricula that emphasises the need 
for young Australians to develop Asia-related skills and knowledge about Asia, or Asia 
literacy, are also impacting on schools.  
The central research question of this study was: In what ways have international 
programs and approaches to Asia-literate school education been implemented in one 
Queensland school? The principal aim of the study was to investigate the manner in 
which one government school, identified as Green Valley State College (pseudonym), 
implemented international programs for fee-paying students from Asia at three specific 
time frames from 2004 to 2010.  
The literature underpinning this research project includes the dominance of a 
neoliberal paradigm as a context for understanding the internationalisation of 
education, and policy prescriptions which position internationalisation and Asia 
literacy as necessary for Australian education in the 21st century. The study also sits 
within a postcolonial framework to illustrate how colonial ideologies operate in 
schools. Insights from postcolonial theory (Gandhi, 1998) offered an alternative 
reading by challenging those powerful colonial and neo-colonial assumptions about 
binaries between the East and the West (Chakrabarty, 2000). Drawing on the 
postcolonial framework, the study theorised that a hybrid Third Space is both 
necessary and achievable, as it is a space of potential engagement where cultures can 
intersect.  
The study adopted a qualitative case study research design, based within the 
researcher’s school, to investigate localised manifestations of international programs 
within a global and regional policy context, whilst also inquiring into the possibilities 
of links or synergies to enrich international programs in the school through Asia 
literacy. The study’s design was formulated to capture a diverse range of perspectives 
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on the phenomena. This included a document analysis of Commonwealth, state and 
local school texts, semi-structured interviews with purposively selected participants 
involved with the case school over the research period, together with researcher 
reflections captured in a journal form (Simons, 2009; Stake, 1995).  
The research revealed that implementation was both problematic and contested. 
Findings indicated the complexity of what happens in a school when top-down 
approaches to implementing policy occur without effective communication and the 
provision of staff professional development. Further, the study illustrated that teachers 
and students did not understand some of the changes they were experiencing and that 
nurturing productive intercultural relations in the school was problematic. The 
research found that the gradual engagement of international students occurred through 
a process of resistance, marginalisation and acceptance, and that the implementation 
process involved challenges related to leadership, whole school planning and 
communication. The research proposes that educational organisations charged with 
managing international programs need to include staff training in intercultural 
understanding and that schools should embed Asia literacy in the curriculum as part of 
the accreditation process for government schools.  
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Chapter 1: Introduction 
This study is concerned with how international programs are contributing to the 
reshaping of school education in Australia. The research focuses on the ways in which 
one government school attempted to implement international programs at three 
specific time spans from 2004 to 2010. It also addresses how the school attempted to 
boost its profile in the local community as an Asia Learning Centre for Asia literacy 
from 2009. As such, this study addresses how contemporary educational changes were 
localised in one school in response to several factors prompted by the forces of 
globalisation. These factors include the movement of capital and people, the 
configuration of neoliberal globalisation ideology that positions education and 
educational services as tradable commodities (Marginson, 1999), the increasing 
influence of the Asia region for Australia and the development of a national approach 
to school curricula that emphasises the need for young Australians to develop Asia-
related skills. This introductory chapter provides an overview of the research inquiry, 
defines the research questions and outlines the background and significance of the 
study. Key concepts are defined and the context of the study is explicated. The chapter 
concludes with an overview of the remaining chapters in the thesis. 
The key question informing the research inquiry is: In what ways have 
international programs and approaches to Asia-literate school education been 
implemented in one Queensland school?  
To structure the empirical inquiry the following sub-questions guide the study:  
1. In what ways can international education be conceptualised and how is it 
embedded in official Queensland policy documents for schools? 
2. In what ways can Asia literacy be conceptualised and what are the 
challenges to achieving it in Queensland schools? 
3. How might the experiences of one Queensland state school enrich 
international schooling agendas through Asia literacy? 
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1.1 PURPOSE OF THE STUDY 
The aim of this study is to examine how one state school implemented 
international programs, how the school managed the presence of Asian international 
students in its community and the degree to which Asia literacy was addressed in the 
curriculum. The presence of international students from Asia in Australian schools and 
the push to develop Asia literacy (Henderson, 2003, 2015) in the curriculum prompt 
considerable challenges for schools. The nurturing of productive intercultural relations 
in schools, their communities and more broadly, societies, is complex and often 
contested (Koh, 2013; Pan, 2013). In the next section, the push for international 
programs and Asia literacy in Australia is briefly contextualised, prior to a more 
specific discussion of their significance together with the background to the current 
study and its investigative focus.  
The movement of people and the international trend towards the marketisation 
of education (Maringe & Carter, 2007; Ross, Heaney, & Cooper, 2007) in response to 
the forces of globalisation have resulted in the phenomenon of young people from 
other nations, many of whom are from countries in the Asia region, enrolling as fee-
paying students in Australian schools to continue their education. The extent of the 
development of this transnational industry (Arber, Blackmore, & Vongalis-Macrow, 
2014) in Australia is such that some states and territories have established international 
sections within their education bureaucracies to manage international education and 
look for ways to foster this form of education as an income-producing stream and 
tradable commodity.  
This is a relatively recent phenomenon, as until the mid-1970s, education for 
international students in Australia was commonly offered as a form of aid, the most 
notable program of which was the Colombo Plan. Developed at the height of the Cold 
War and seen as a means of mitigating the threats of Communism post–World War II 
(Oakman, 2009, 2010), the Colombo Plan resulted from bilateral negotiations between 
ministers from Australia, Canada, New Zealand, the UK, India, Pakistan and Ceylon 
(now Sri Lanka). Essentially, it was an attempt to foster positive relations in the region 
by encouraging students from Southeast Asia to study in Australia. According to 
Oakman (2010), at the time, the Colombo Plan encapsulated “the humanitarian, 
internationalist and the Australian nationalist, fearful of the outside world” (p. 3). 
Hence, the shift to focus on international education with students from Asia as a 
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tradable economy also encapsulates some of the changes in Australia’s attitudes to its 
form of engagement with the countries of the Asia region. 
The current focus on international education for its capacity to provide economic 
benefits to institutions and mitigate against funding shortfalls from government and 
other sources has been the focus of considerable research in a range of institutional 
settings in several nations (Altbach & Knight, 2007; Gu, Schweisfurth, & Day, 2009; 
Kreber & Mhina, 2007). Collectively, the literature suggests that across education 
institutions (schools and universities), international students are sought for their fee-
paying capacity (Smith, 2003; Wæraas & Solbakk, 2009).  
With reference to those factors motivating international students to enrol in 
Australian schools, McCollow (1989) observed more than 25 years ago that Australian 
schools were often viewed as a pathway for international students to enter Australian 
universities. More recently, Arber et al. (2014) suggested that international education is 
informed by “individual and familial aspirations and the capacity (material and 
imaginary) to make choices” (p. 1). It is notable that in Australian secondary schools, 
the majority of fee-paying international students come from the East Asia region 
(Department of Education and Training, 2015). This phenomenon, and the fact that 
successive Australian governments have endeavoured to secure closer ties with the 
countries of the Asia region, has promoted a focus on the development of Asia literacy 
in schools. This is briefly discussed as follows, as this study focuses on international 
programs with reference to international students from Asia in one school.   
Asia literacy encompasses a cluster of ideas related to Australia’s engagement 
with Asia and most recently has been concerned with the push for young Australians 
to become Asia capable as Australia’s engagement with Asia in investment, trade, 
education, immigration, humanitarian assistance and tourism continues to increase 
(Asialink et al., 2012). The development of Asia literacy – the knowledge, skills and 
understandings of the histories, geographies, languages, arts and cultures of the 
countries of the Asia region (Asia Education Foundation, 2011) – is now positioned in 
education policy documents as critical to developing Asia capability. It has been 
identified in the most recent statement of goals for schooling in Australia, the 
Melbourne Declaration on Educational Goals for Young Australians (MCEETYA, 
2008), hereafter referred to as the Melbourne Declaration. Accordingly, some schools 
in Australia are developing programs to foster Asia literacy in the Australian 
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curriculum to prepare students for engagement with the nations of the Asia region. 
Concurrently, many schools are also actively seeking fee-paying international 
students, most of whom come from the countries of the Asia region, to boost their 
flagging sources of funding.  
Whilst a range of past and current policy documents have advocated for young 
Australians to become “Asia literate” in the curriculum in order to prepare them for 
regional and global citizenship (Henderson, 2003), they also acknowledge the 
economic benefits that will accompany Australia’s regional engagement (Henderson, 
Allan, & Mallan, 2013). Recent emphases on internationalisation through enrolling 
fee-paying international students in Australian schools are framed differently in that 
they are more narrowly conceptualised. The literature suggests that programs devised 
under the latter concern are driven largely by economic imperatives as schools respond 
to a deficiency in government funding (Rizvi & Lingard, 2010). It can be argued that 
international programs have developed in Australia as income-producing enterprises 
(Ross et al., 2007; Wæraas & Solbakk, 2009) with little attention to the potential for 
broader educational and cultural literacy implications (Arber & Blackmore, 2010; 
Arber et al., 2014; Edwards & Tudball, 2002). Furthermore, there is limited research 
into the experiences of those international students who access school education in 
Australia, as well as how Australian teachers and students respond to this phenomenon  
(Matthews, 2002; Smith, 2003). As Matthews (2002) put it:  
… we know little about the experience, needs, future plans, and expectations 
of international secondary students. This means that teachers and researchers 
are unclear why students from different countries desire an overseas education 
and how this affects their response to schools. (p. 373) 
In seeking to explore the gap in the literature on the nature of international 
education programs and efforts to pursue Asia literacy, the study also draws on Ozga’s 
(2000) notion of policy sociology by aiming to understand the social consequences of 
policy implementation (Ball, 1993) and to examine the possibility of developing 
school-based approaches that link international programs in schools with approaches 
to embed Asia literacy. Hence, the study aimed to investigate the experiences of one 
state school as it operationalised international programs and the degree to which Asia 
literacy was developed in the curriculum. As Rizvi and Lingard (2010) observed, this 
approach to policy analysis is descriptive, analytical, normative and imaginative as it 
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“not only describes relations of power and processes through which policies are 
developed and allocated, but should also point at strategies for progressive change” (p. 
51).  
As noted earlier, in order to structure this inquiry, the research addressed the 
question: In what ways have international programs and approaches to Asia-literate 
school education been implemented in one Queensland school? This question was 
further explored via three sub-questions, outlined in section 1.4, and the research was 
conducted through a qualitative case study in a Queensland government P–12 school 
which was accredited at level 21 for the provision of international programs. 
1.2 BACKGROUND AND KEY TERMS 
This section outlines the background to the research project and explains key 
terms. As states and territories have authority for managing education in Australia 
under the Australian Constitution (Australian Government, 2016), the structure of 
decision-making for education matters is briefly outlined (section 1.2.1) followed by 
an explanation and definitions of the key terms, international education (section 1.2.2) 
and Asia literacy (section 1.2.3). These key concepts are then considered within the 
context of Queensland state schools in sections 1.2.4 and 1.2.5. The impact of 
globalisation on the international education industry is outlined in section 1.2.6 and 
the theoretical framework in section 1.2.7, before a summary of the researcher’s 
background is provided in section 1.2.8.  
1.2.1 The Australian Constitution and education 
Under the Australian Constitution (Australian Government, 2016), states have 
legislative power in accordance with Section 51. However, under Section 96 of the 
Australian Constitution, the Commonwealth is able to exert influence over the states 
and territories through financial grants and other arrangements. The significance of 
this influence is that states are often dependent on Commonwealth funding for 
education innovations (Brennan, 2011). This financial dependency impacts upon 
                                                 
 
1 Education Queensland accredits schools involved in international programs on a two-tier system. 
Each level is assigned after departmental evaluation on the number of students enrolled in programs 
and a school’s capacity to cater for international students. Level 2 is the highest accreditation level. 
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Commonwealth–state relationships in that education sectors are being increasingly 
assessed for their “contribution to national economic productivity” (Brennan, 2011, p. 
257). The result is that states are tied to and constrained by Commonwealth funding 
for agreement on policy directions. 
Further, as national education issues require joint Commonwealth–state 
solutions (Henderson, 2008a), education is recognised as a means to reform 
Commonwealth–state relations within a federated system (Brennan, 2011). The 2008 
Melbourne Declaration (MCEETYA, 2008) reflects this joint approach, as in 
establishing a new set of national goals for schooling in Australia, it also signified a 
commitment by Commonwealth and state education ministers to “work together with 
all school sectors to ensure world-class curriculum in Australia” (p. 13). The 
Melbourne Declaration is of particular relevance to this study due to its reference to 
Asia literacy, and is discussed further in Chapter 2. 
1.2.2 The international education industry 
As noted above, international education has recently developed into an industry 
across the school and tertiary sectors in Australia. Hill (2000) defined international 
schools as:  
Independent institutions charging tuition fees or offering scholarships and 
catering specifically for students of many nationalities, some of whom will be 
transient; the educational program is usually different from that of the host 
country and English is the main language of instruction in most institutions. 
(p. 253) 
Bunnell (2007) emphasised the scale of the international education industry as 
“a universe of several thousand organisations currently involved, at one level or 
another, with that multi-million dollar industry” (p. 351). In broad terms, international 
education is significant to Australia in two ways. First, it is Australia’s “third largest 
export industry and largest service export industry, outperforming tourism” (Adams, 
2009, p. 1). Moreover, Australia’s significant international trading roles have served 
to provide a fertile ground for the growth of the international education industry, 
particularly within the Asia region. As MacDonald (2006) suggests, international 
education is a “natural stepchild of international business and provides a vital piece of 
international business infrastructure” (p. 206). Second, the economic benefits of 
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international education are evident in the nature and spread of associated 
infrastructure. According to Bunnell (2007), the international education industry 
includes a “range of organizations [that] have emerged catering for the needs of 
internationally-minded schools” (p. 351). As an export industry, international 
education programs attract second-tier providers such as travel agents, homestay 
providers, inbound operators and migration agents (Ross et al., 2007; Smith, 2003; 
Wæraas & Solbakk, 2009).  
Australia is recognised as a key player in international education, as it has been 
characterised by “a preparedness to move quickly, to adapt and to take hold of 
opportunities” (Davis, Olsen, & Bohm, 2000, August, p. 13). These opportunities 
include the rise of affluence in Asia (Australian Government, 2012).  Moreover, many 
Australian schools have embraced the opportunities presented by international 
education and a significant number have self-branded as international schools. Bunnell 
(2005) attributes the growth in the number of international schools to cheaper travel, 
increasing numbers of multinational corporations and the trend to keep children within 
their families instead of educating them in boarding schools. The increase in 
international schools can also be attributed to school leaders realising the academic 
gains and financial windfall of accepting full-fee-paying students in their schools in 
response to decreased government funding and pressures to be entrepreneurial. As 
Rizvi and Lingard (2010) put it, “governments have been either unable or unwilling to 
pay for educational expansion, and have therefore looked to market solutions” (p. 3). 
A review of the literature indicates that the terms international education and 
international schooling lack distinction and are used interchangeably. This has led to 
“uncertainty, confusion and disagreement” (Kieran, 2005) over the many 
interpretations of the terms. As McKenzie (1998) explains, the term international with 
regard to education and schools is “cloudy and confused” (p. 242). The lack of 
agreement and clarity over terminology demonstrates that a theoretical foundation for 
these terms is required if international education is to be investigated in the context of 
a broader Australian perspective and, more specifically, for Queensland state schools. 
Similarly, the opportunity to rethink the shifting and hybrid relations that ebb and flow 
in schools as international and Australian students navigate the local site and engage 
in cross-cultural contact, conceptualised by some in postcolonial terms as a Third 
Space (Bhabha, 1995), is also necessary for making sense of global flows in local 
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contexts. As Rizvi puts it, “global flows of ideas, capital and people have created 
conditions in which cultural fluidity and hybridity have become ubiquitous” (Rizvi, 
2015, p. 66). 
1.2.3 Asia literacy 
The significance of Asia literacy for Australian education has been identified in 
a range of policy contexts for more than 50 years (Halse, 2015a; Henderson, 2003). 
The Asian Studies Council’s (1988) seminal report, A national strategy for the study 
of Asia in Australia, referred to Asia literacy in Australia’s education system as the 
development of “Asia-related skills” (p. 3). More recently, the 2012 release of the 
Australian Government’s Australia in the Asian Century White Paper (Australian 
Government, 2012) further reinforced the importance of Australians developing Asia‐
relevant capabilities such as Asia literacy through education (Australian Government, 
2012). The White Paper made clear that education was envisaged as part of the solution 
to achieving Australia’s policy goals in the region and called for a “steep change in the 
understanding of Asia and the acquisition of Asia-relevant capabilities” (Australian 
Government, 2012, p. 6).  
However, in assuming that knowledge about Asia could be inserted into the 
Australian education system and that young Australians can acquire the 
understandings and skills necessary for Asian engagement, instrumental efforts to 
embed Asia literacy in Australian education policy are value-laden and problematic 
(Henderson, 2004, 2008b). This is because Asia literacy also requires the development 
of intercultural understanding for the development of authentic knowledge of “others”, 
and this is highly complex (Henderson, 2004).  
In attempting to deal with the “slippery notion” (Halse, 2015b) of Asia literacy, 
the organisation leading the drive for Asia literacy in Australia, the Asia Education 
Foundation2 (AEF), attempted to broker a position between the instrumentalism of 
economic and strategic rationales and those advocates for Asia literacy who draw upon 
cultural studies. In broad terms, cultural studies problematise the concept of culture in 
ways that challenge notions of it as a static entity. This notion of culture as a construct 
                                                 
 
2 The AEF advocates for and supports Asia literacy in Australian schools (Asia Education Foundation, 
2011). It is a joint activity of Asialink at the University of Melbourne and the ministerial company, 
Education Services Australia Ltd. 
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aims to develop cultural sensitivity as a skill or capacity, which enables “the ability to 
move across cultures comfortably and fluently” (Zhao, 2009, p. 2). The following 
definition of Asia literacy provided by the AEF (2010b) reflects this notion of 
informed cultural capacity as follows: 
“Asia literacy” is foundational and deep knowledge, skills and understandings 
about the histories, geographies, societies, cultures, literature and languages 
of the diverse countries that make up our region. (para. 2) 
Asia literacy aims to provide students with a cultural capacity that will assist 
them in understanding cultural frameworks apart from their own. Put simply, in the 
21st century, Australian students need to be able to appreciate different cultural 
perspectives. Moreover, in Australian education Asia literacy continues to be 
increasingly emphasised and linked to other parts of the school curriculum. This is 
exemplified by the fact that under the three-dimensional design of the Australian 
Curriculum (Australian Curriculum Assessment and Reporting Authority, 2016), 
“Asia and Australia’s engagement with Asia” is identified as a cross-curriculum 
priority, or one of three contemporary issues that young Australians needs to be aware 
of. Furthermore, in the Australian Curriculum, intercultural understanding is identified 
as one of seven general capabilities which represent knowledge, skills and dispositions 
that apply across subject areas aimed at equipping students to be lifelong learners. 
These features of the first national curriculum to be implemented in Australian schools 
indicate that there is an increasing emphasis on education’s role in preparing young 
Australians for an internationalised and regionalised future. 
As noted above, there has been a recent shift in Asia literacy discourse towards 
“Asia capability”. The Australia in the Asian Century White Paper (Australian 
Government, 2012) referred to those capabilities required to “build stronger 
connections and partnerships across the region” as being an “understanding of Asian 
cultures and languages” (p. 2). Economic rationalism is evident in statements about 
capability in terms of “specific knowledge of the products and markets of Asia, along 
with the cultural and language capabilities needed to be active in the region” 
(Commonwealth of Australia, 2013, p. 179). This emphasis on the development of 
Asia capabilities “necessarily engages Australians with Asian ‘others’ whose cultures 
must be understood, whose languages must be learnt, and with whom close 
relationships must be developed, in order for us to realize our economic and strategic 
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purposes” (Rizvi, 2012, p. 74). In this context, Australia’s emphasis on Asia 
capabilities can be characterised as a means to an end, that being the economic benefits 
of engagement with Asia. Rizvi (2013) has argued that the White Paper has substituted 
Asia literacy for Asia capability, noting “Asia capability should not simply be about 
learning externalized cultures and languages, but about interpreting and negotiating 
various possibilities of intercultural relations” (p. 81). As the notion of Asia 
capabilities evolved after the research period (2004 to 2010), this study will focus on 
the term Asia literacy.  
As will be seen in Chapter 2, a review of the literature does not suggest any 
conceptual links between the international education industry and Australian 
government priorities to develop Asia literacy in schools (MCEETYA, 2008). The 
cultural and pragmatic benefits of developing Asia literacy are further explained in 
section 2.7. This is followed by an analysis of the status of Asia literacy in Australian 
education and the challenges in achieving it.  
1.2.4 International education in the Queensland state school context  
The theory of policy implementation is also important for this study, given that 
schools are hierarchical institutions and principals in Queensland are expected to 
respond to Queensland Government policy directives, as communicated through 
Education Queensland (EQ), the section of the department that oversees state school 
education. Offering various forms of international programs to overseas fee-paying 
students is now identified by some school leaders as a market solution to overcoming 
state government funding shortfalls. Within the context of a state school integrating 
international programs, these policy directives are complex as principals respond to 
multiple policy discourses with different corporate and educational agendas.  
The management of international programs in Queensland state schools is 
directed, marketed and regulated by Education Queensland International (EQI). 
Essentially a public sector corporate organisation operating within the confines of the 
Queensland Department of Education and Training (DET)3, EQI ensures that schools 
                                                 
 
3 From 2003 to the present, the management of education in Queensland has been overseen through a 
succession of government departments, each of which has been reshaped and renamed as a result of 
government restructuring processes. For ease of reference, the acronym DET for Department of 
Education and Training is used throughout this document to refer to the government department 
responsible for state education in Queensland.  
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receive recompense for involvement in international commercial activities. The wider 
ramifications of commercial models operating within the education sector can be 
classified by Molnar’s (2006) notion of three forms of school commercialism: “selling 
to schools (vending), selling in schools (advertising and public relations) and selling 
of schools (privatisation)” (p. 261). In exploring how one school has engaged with this 
agenda, the study is informed by the way that the internationalisation of schools in 
Queensland has taken a variation of this third form, which is the selling of schools in 
Queensland without the accompanying forms of privatisation.  
1.2.5 Approaches to Asia literacy in the Queensland state school context 
As noted, this research is concerned with how one school attempted to 
implement international programs, and in doing so, the degree to which it addressed 
the presence of international students from Asia in its community. The research also 
investigates whether the presence of students from Asia prompted Asia-related 
learning and Asia literacy in the school’s curriculum. Given Australia’s proximity to 
Asia and associated economic ties with the nations of the region, it could be argued 
that the development of Asia literacy should be the cornerstone of the 
internationalisation process. As the peak body of Australian scholars of Asia observed 
in their landmark report Maximising Australia’s Asia Knowledge: Repositioning and 
Renewal of a National Asset, “the process of globalisation has driven Australians to 
interact with their nearest global partners – the countries of Asia, in ways that would 
have been unimaginable in the past” (Fitzgerald, Jeffrey, Maclean, & Morris-Suzuki, 
2002, p. 12). 
The inclusion of Asia in the school curriculum is also significant in terms of 
conceptualising international education within Australia, given that much of the 
current research and dominant discourse has been derived from Western 
epistemologies (Bunnell, 2006). Chapter 2 addresses the assumptions that a broader 
knowledge and understanding of the Asia region will equip young Australians to move 
beyond the confines of previously dominant Eurocentric and Anglocentric discourses 
in education policy and thereby contribute to a genuine international dialogue in 
education. 
Currently, it is not compulsory for Queensland state schools to include Asia 
literacy in the curriculum. However, recognition of the importance of Asia literacy, as 
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reflected in the Melbourne Declaration (MCEETYA, 2008), requires state education 
departments to respond with support for the languages and studies of Asia. By 
investigating the degree to which one school embraced the international education 
industry and also claimed to foster Asia literacy via its designation as an Asia Learning 
Centre4, this study aims to contribute to deeper knowledge about the ways in which 
these phenomena might be aligned.  
1.2.6 Globalisation and international education  
The term globalisation is a complex construct encompassing a range of meanings 
and ideologies (Castells, 1989; Giddens, 1990, 2000). One theme within the literature is 
the notion that globalisation has impacted upon the world economy to such a degree that 
education reform is necessary to prepare workers to participate in the global economy. 
Carnoy and Rhoten (2002) suggested that “globalisation is a force reorganising the 
world’s economy” (p. 2). Further, they contended that as knowledge and information are 
emerging as the main resources in the global economy, they are fundamental for its 
development. This emphasis on the production and usefulness of knowledge in the 
global economy is also shaping the nature of educational opportunities and institutions 
(Carnoy & Rhoten, 2002). One of the broad effects of globalisation on education systems 
is the influence of market-oriented and entrepreneurial business models on schools so 
they adopt the “corporate ethos of the efficiency, accountability and profit-driven 
managerialism” (Zajda, 2010, p. xix).  
An emphasis on the inclusion of international education is reflected in many 
Organisation for Economic Cooperation and Development (OECD) nations whereby 
government schools embrace a productivity agenda in response to the economising of 
education policy and global economic competitiveness (Rizvi & Lingard, 2010). This 
has been implemented in international schooling in a variety of forms. It can be argued 
that Australia’s response to the international education industry is indicative of the 
ways in which the broader processes of globalisation have impacted on national 
education agendas. As noted earlier, some Queensland state schools have embraced 
international education for its potential income stream and in doing so, also introduced 
opportunities for fee-paying students to participate in activities such as study tours. 
                                                 
 
4 An Asia Learning Centre is a school specifically selected by Education Queensland to promote the 
studies and languages of Asia, within both the school and its geographic schools’ cluster. 
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However, this approach often resulted in a conglomeration of entrepreneurial and 
educational activities operating without cohesion and presented some challenges to 
individual school programs (Ross et al., 2007). Hence, in state schools, EQI manages 
and accredits international programs as explained in section 1.2.4 and further 
elaborated in section 2.4.  
The phenomenon of international education also prompts questions in response 
to regional concerns for Australia’s international education industry as the nations of 
Asia are the dominant market for this industry. Indeed, by 2014, 65% of international 
fee-paying school students in Queensland were from the Asia region (Department of 
Education and Training, 2015). Australia’s proximity to Asia raises specific issues 
which require analysis, given that for much of its history Australia has had a 
Eurocentric education system (Henderson, 2008a) and has historically looked to Great 
Britain and the USA for close engagement. Phillips’ (2002) observation that 
international education has a role “not only in educating young people for the needs of 
a global economy, but also in opening up avenues for greater cooperation and 
understanding in a still politically, economically and socially divided world” (p. 178) 
aligns with the Australia in the Asian Century White Paper’s call for “stronger 
relationships across the region, including through closer educational, cultural and 
people-to-people links” (Australian Government, 2012, p. 1). The high proportion of 
Asian students wanting to study in Australia suggests that schools have opportunities 
to capitalise on interactions in ways which also have the potential to enhance 
cooperation and understanding within the region.  
Recent policy documents have reflected an awareness that in an increasingly 
globalised and regionalised world, characterised by accessible communication and 
travel, Australian students need to acquire skills and attitudes to negotiate cultural 
differences (Australian Government, 2012). In particular, Australian students need to 
engage with Australia’s regional neighbours. As Tudball (2005) observed, students 
“deserve an intercultural education that encourages recognition of and dialogue about 
different cultures” (p. 10). This notion of intercultural education “includes deep 
understanding and appreciation of different cultures” (Zhao, 2009, para. 8).  
The link between international programs and Asia literacy is important given 
that international education also presents significant policy issues for Australian 
education providers across national and state sectors. As noted, the Melbourne 
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Declaration (MCEETYA, 2008) marked the first time that Asia literacy was included 
in the national goals of schooling. Thus, while the focus on national schooling goals 
assumes that intellectual preparedness through knowledge and understanding and a 
capacity to develop culturally appropriate dispositions should be foregrounded in the 
school curriculum, it remains the authority of states and territories to implement this 
policy. Against this broad national policy context, it was significant for this study that 
EQI’s corporate role in managing international students failed to intersect with this 
national approach to emphasising Asia literacy.  
1.2.7 Theoretical framework 
As this study was also concerned with discourses about engaging with the “Asian 
other”, the literature review addressed theorising and empirical research on 
globalisation and postcolonialism in order to provide useful constructs from which to 
analyse Australia’s response to the increasing significance of the Asia region as 
evident in education policy prescription (section 2.2). As Singh (1995a) noted, studies 
of Asia are part of “the larger processes of global restructuring” (p. 39) and 
globalisation is frequently employed in policy documents as a rationale for providing 
an increasing emphasis on intercultural understanding. Possibilities for questioning the 
dominance of discourses that flourished during the periods of Western colonisation 
and imperialism, as offered by postcolonial theorists, serve to problematise the 
relationship between Asia and Australia. Hence, selected literature on globalisation 
and postcolonialism was helpful in informing the theoretical framework for this study. 
As Gikandi (2005) put it: 
Advocates of a postcolonial globalism seem fairly united in their claim that 
the global flow of culture, and our retrospective reading of modernity from 
the vantage point of decolonisation, disrupts the chronology of Eurocentrism, 
which was undoubtedly one of enabling conditions of the modern world 
system. (p. 619) 
1.2.8 Researcher background and perspective 
My role in developing and managing international education at a suburban 
Brisbane school provided me with an opportunity to engage with the problem I 
identified in my workplace. As a practitioner-researcher, I sought to identify the 
significant gaps in the implementation of international programs and efforts to pursue 
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Asia literacy at Green Valley State College. I was employed as a teacher at the school 
which serves as the case study site from 1996 to 2014 with the exception of a three-
year leave of absence to direct a family business. My last professional position at the 
school was Head of Department for International Programs, Asia Capability and the 
Arts, and this placed me at the centre of the problem to be investigated.  
As indicated, I took extended leave from 2001 to 2003 to pursue family business 
interests which included the provision of educational study tours. These study tours, 
of normally one to two weeks in duration, involved students from countries in the Asia 
region. In 2004, I returned to a teaching role at Green Valley State College at the same 
time as a Principal with a significant history of leading a school with international 
programs was appointed Principal of the school. As Chapters 4 and 5 reveal, this 
partnership became significant in the development of international programs at Green 
Valley State College. This research inquiry was therefore prompted by the changes I 
was both participating in, and observing, in my place of employment. Through 
personal involvement in both international and Asia literacy programs in various 
capacities as a teacher in the school, I observed a range of disjunctures in the 
development of these initiatives. At the same time, I was mindful of the possibilities 
for intersection and alignment between school initiatives aimed at securing 
international programs with fee-paying students from the Asia region, the emphasis on 
Asia literacy in school curricula and efforts to boost the school’s profile that 
culminated in appointment as an Asia Learning Centre. The problematic nature of the 
relationship between these elements prompted my desire as a practitioner to 
understand it further. Hence, the study’s concern lies with the epistemological gap 
between two potentially compatible and complementary programs (international 
programs and Asia literacy) as they were implemented in one school, identified in this 
study by the pseudonym Green Valley State College. 
In broad terms, Professional Doctorate programs aim to develop “professionals 
to the highest level of academic ability within their own contexts” (Costley & 
Stephensen, 2009, p. 171) by providing the practitioner with an opportunity to reflect 
upon current practice and evaluate previous experience. As a “practitioner-researcher” 
(Jarvis, 1998, p. 3), I was interested in investigating the problem I observed and in 
understanding and theorising my own practice in this context. By enrolling in a 
Professional Doctorate and undertaking research in my school context, I was able to 
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be guided by the literature and adopt a reflexive approach (Peshkin, 1988; Simons, 
2009) to learn more about the problem I observed. Accordingly, this study provided 
me with an opportunity to take part in the “observation, experience, reflection, 
consultation, and detailed analyses” (Pica, 1998, p. 2) of the changes that were 
occurring at my school at three specific periods from 2004 to 2010 through the lens of 
a participant researcher.  
This research focused on a period of growth in international programs at Green 
Valley State College between 2004 and 2010. Since this time, my involvement with 
international programs and efforts to learn more about Asia literacy have extended to 
other facets of my professional development. For example, I continued to lead the 
international program at the case school until my departure in 2014. I sought 
professional development opportunities and, in this context, presented at the 2011 
ISANA5 Conference and participated in the 2012 Asialink Leaders Program.  
In my workplace, I was concerned that intercultural understanding was not being 
fostered despite the presence of large numbers of international students enrolled at the 
school. At the same time, I recognised the significance of Asia literacy for its potential 
not only to foster intercultural understanding but also to enhance the developing 
international education industry in Queensland through international programs. 
However, as this study reveals, my conceptions about what Asia literacy entailed and 
my assumptions about how it could be developed in the school were flawed. 
Most recently, I was appointed to the position of Principal of an independent 
school where I currently lead the development of international programs and curricula 
emphases aimed at fostering Asia literacy. 
As this research reveals, the opportunity to reflect on what occurred during a 
period of growth at Green Valley State College allowed me to examine my 
epistemological shortcomings and flawed understandings about what was occurring in 
my previous workplace. In Chapter 3, I explain in more detail how my researcher 
reflexivity (Peshkin, 1988) developed during the research for this professional 
doctorate and, as part of this process, how I also became aware that my position as a 
                                                 
 
5 “ISANA is the representative body for professionals in Australia and New Zealand who work in 
international student services, advocacy, teaching and policy development in international education” 
(ISANA, 2015). 
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practitioner-researcher in this case study (Simons, 2009) evolved through three 
subjective selves: a confident, instrumental self; an insecure student self; and a 
reflective educator self. From this point on, I will employ the term participant 
researcher in the study to encompass both my role as a “practitioner-researcher” 
(Jarvis, 1998, p. 3) and my efforts to adopt a reflexive approach (Peshkin, 1988). The 
next section provides further context for the research site.  
1.3 CASE SCHOOL CONTEXT 
Green Valley State College is a government P–12 school that was amalgamated 
from a traditional separate primary–secondary model in 2002. Over the period of this 
study (2004 to 2010), enrolments at the school varied from approximately 800 to 900 
students and the teaching staff averaged between 60 to 65 teachers.  The combination 
of ongoing departmental change and inclusion of international programs, together with 
the impact of the primary/secondary amalgamation, resulted in a period of significant 
change at the school. The development of international programs was a recent 
phenomenon in Green Valley State College and occurred from 2004, prior to which 
the school had limited encounters with students from Asia. From 2004, the school was 
accredited by EQI to conduct international programs.  The students involved in 
international programs from 2004 were predominately from Asia, and mostly from the 
countries of Japan, China and South Korea.  By late 2009 the school leadership team’s 
lobbying efforts to secure appointment as an Asia Learning Centre resulted in a 
Commonwealth grant of approximately $30 000 to develop Asia literacy programs. 
However, as will be seen, the Asia-literate approaches adopted at the site school from 
2008 were instrumental and shallow and had limited alignment with international 
programs offered by the school. 
As noted, international education has developed in some education systems as 
schools respond to globalisation and its subsequent influence over the social and 
economic fabric of society (Phillips, 2002). Consequently, Australia has experienced 
significant growth and diversity within international student programs (Davis et al., 
2000, August). This growth emerged in Queensland state schools in the form of a range 
of programs including International Baccalaureate (IB) programs, full-fee-paying 
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international students, ELICOS6 programs, study tours, and professional development 
activities for teachers and administrators. The role of EQI is significant given that EQ 
granted it exclusive management rights for these programs. Schools involved with EQI 
programs are required to undergo an accreditation process and are formed into 
geographic alliances, aimed at fostering collaborative practice among international 
schools. Green Valley State College was located within one of these alliances, which 
in this study is referred to by the pseudonym Rainbow Valley International Schools 
Alliance (RVISA). This is elaborated in Chapter 4.  
International programs at Green Valley State College took five forms. The first 
of these involved full-fee-paying overseas students furthering their schooling in 
Australia and at the College. Up to 50 international students from Asia enrolled across 
all year levels annually. Young primary school students from Asia often lived with 
their parents, who travelled to Australia for the education of their children, whilst older 
students in the upper grades frequently lived in homestays (boarding with an 
Australian family) for up to three years. The second form of international programs 
involved study tours in which groups of up to 100 visiting students, predominantly 
from Asian countries, visited the College for periods of up to six weeks, being 
immersed in school activities and residing with Australian families in a homestay 
program. The activities in the school involved specialist English lessons and Australian 
classroom experiences.  
The third form of international programs involved teachers from other countries 
visiting the school to learn about Australian education methods. At Green Valley State 
College up to 12 teachers from countries in the Asia region would join the school for 
a program of professional development including class visits and addresses by the 
school leadership team. A fourth type of international program involved day visits 
where predominantly Japanese students, up to 100 at a time, would visit the school for 
an afternoon, sharing Japanese culture, joining the domestic students for lunch and 
playing mixing games.  
Fifth and finally, a High School Preparation (HSP) program formed part of 
international programs. HSP was a specialist English development program operating 
                                                 
 
6 ELICOS is the English Language Intensive Course for Overseas Students. The federal government 
regulates English language industry teaching in Australia.  
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across four Queensland state high schools, and aimed to ensure that international 
students were prepared to succeed academically in high school. International students, 
predominantly from Asia, attended the program during school hours for between one 
and four terms. At its peak, this program at Green Valley State College involved 107 
students. Such international programs fell within the College’s International 
Department, which was established in 2005 in response to the growth of international 
programs at the school and was managed by me, the participant researcher.  
The next part of the chapter addresses in more detail the study’s research 
questions. 
1.4 THE RESEARCH QUESTIONS 
The purpose of this research inquiry was twofold. First, it aimed to investigate 
the ways in which key stakeholders in my previous P–12 school conceptualised, 
interpreted and reflected on how international programs were implemented and how 
they impacted on the school. Second, the research sought to describe the degree to 
which Asia literacy was envisaged by these stakeholders as having the potential to 
enrich international programs. The research was guided by the key question:  
In what ways have international programs and approaches to Asia-literate school 
education been implemented in one Queensland school?  
This key question is divided into three sub-questions for this inquiry. These are: 
1. In what ways can international education be conceptualised and how is it 
embedded in official Queensland policy documents for schools? 
2. In what ways can Asia literacy be conceptualised and what are the 
challenges to achieving it in Queensland schools? 
3. How might the experiences of one Queensland state school enrich 
international schooling agendas through Asia literacy? 
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1.5 SIGNIFICANCE AND SCOPE 
The significance of the study can be seen in its alignment with recent policy 
agendas. For example, national objective 23 from the Australia in the Asian Century 
White Paper (Australian Government, 2012) stated: 
Australia will have stronger and more comprehensive relationships with 
countries across the region, especially with key regional nations – China, 
India, Indonesia, Japan and South Korea. (p. 257) 
Furthermore, the fact that 65% of international school students studying in 
Queensland are from these Asian nations (Department of Education and Training, 
2015), illustrates the significance of international programs and the potential benefits 
of aligning them with efforts to secure Asia literacy in school curricula. Against this 
backdrop, there are two other factors which make this study significant. These factors 
relate, first, to providing insights into understanding how public sector schooling has 
been, and continues to be, reshaped by the implementation of international programs. 
Second, by casting light on the nature and mode of international activities in one 
school, the research posits some insights which might be useful to other schools 
considering the implementation of international programs.  
Some 14 years ago Matthews (2002) noted “there is virtually no literature that 
looks specifically at the internationalisation of government schools and full-fee-paying 
international students” (p. 372), particularly in an Australian context. Whilst the 
review of literature in Chapter 2 suggests there is a limited but growing body of 
research in this area (Arber et al., 2014), it also identifies that there is very limited 
research addressing the confluence of the internationalisation of government schools, 
full-fee-paying students and the push for Asia literacy in schools. Therefore, this study 
contributes to filling the identified gap in the literature which focuses on the primacy 
of economic factor benefits, or economism, of international schooling. It is anticipated 
that a study of this kind will make a significant and original contribution to knowledge 
about how international programs offered in Australian schools can be enriched by 
efforts to secure Asia literacy in the curriculum.  
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1.6 METHODOLOGY 
The study employs a qualitative research methodology (Marshall & Rossman, 
2006) as it was considered to be the most suitable approach to addressing the research 
questions. A case study research strategy (Stake, 2005) was utilised to gather the 
necessary data from a purposeful sample of participants (Merriam, 1998; Neuman, 
2000) at one P–12 Queensland government school. Given the nature of the research, a 
purposeful sample was deemed most appropriate as it is a sample which maximises 
learning (Merriam, 1998) about the phenomenon under study.  
According to Eisner (2005), interpretive approaches to research are less concerned 
with discovering truth than with the “creation of meaning” (p. 7). Case study 
methodology was therefore considered to be a suitable tool for understanding this 
“complex social phenomenon” (Yin, 2003, p. 2) that emerged in a state school. As 
Simons (2009) observed, a case study approach is helpful because it can “document 
participant and stakeholder perspectives, engage them in the process, and represent 
different interests and values” (p. 18). In the present study, the observation of the 
manifestation of international programs from different perspectives served to illuminate 
the nature of the problem being investigated and offer insights into how it might be 
addressed. In particular, an intrinsic case study design was selected for its potential to 
focus on gaining a deeper understanding of the case as a whole (Stake, 1995). By using 
narrative conventions, such as identifying significant points recounted by the 
participants in the study to make meaning of their recollections, an intrinsic case study 
approach also provided the opportunity for the participant researcher to investigate and 
interpret those issues which the research could represent in a new way (Stake, 1995). 
The data collection methods of document analysis and semi-structured interviews with 
10 participants aimed to elicit a narrative account of the phenomenon. Such data 
collection methods provided the tools to capture the rich real-life events that occurred at 
three key episodes during a seven-year period from 2004 to 2010.  
As a participant researcher in this inquiry, I also drew on my insider knowledge 
to select the stakeholders to interview. In doing so, I was mindful of Silverman’s 
(2005) suggestion that in qualitative research “we are studying displays of identities 
which arise as part of participants’ artful practices” and that there is “no necessary 
contradiction in seeking to study both identities and practices” (p. 143). The research 
design also included researcher reflections that were captured in a written journal from 
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2007 as part of the qualitative research data collection. The journal provided me with 
the opportunity to draw from my recollections about my experiences so I could extend 
my understanding of this societal phenomenon (Wall, 2006) I was participating in, 
observing and researching. Hence, the study’s methodological and theoretical 
framework was designed to capture the phenomenon from multiple perspectives 
including my own.  
Thematic analysis of data was undertaken in consideration of the research 
question. First, a process of transcribing, inductive coding, categorising and identifying 
emerging themes was followed (Creswell, 2012; Foss & Waters, 2012). To guard against 
potential bias in interpreting data, an inductive approach was adopted to ensure the 
coding process reduced “the researcher’s analytic preconceptions” (Braun & Clarke, 
2006, p. 83). Following latent theme analysis to “identify … underlying ideas, 
assumptions, and conceptualisations – and ideologies – that are theorised as shaping or 
informing the semantic content of the data” (Braun & Clarke, 2006, p. 84), deductive 
analysis was conducted with reference to the literature in Chapter 2. These research 
strategies were validated by triangulation, which involved cross-referencing the analysis 
of my journal entries for points of intersection with the narratives captured in semi-
structured interviews with 10 participants. These were then corroborated and further 
triangulated by analysis of policy documents and related school documents (including 
primary and secondary sources). 
The limitations of this research are linked to the case study method adopted and 
take several forms. They include the potential for bias on the part of the participant 
researcher and issues of power due to my position at the school and working 
relationship with staff and domestic students. It must be noted that the perspectives of 
the international fee-paying students at Green Valley State College were not sought, 
because of problems associated with ethical clearance protocols, and this omission 
served as a limitation. Due to the small sample of data and the potential for the 
participant narratives to be unreliable, this study will not generalise findings. These 
and other limitations are outlined in more detail in Chapter 3.  
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1.7 THESIS STRUCTURE 
The thesis comprises six chapters outlined as follows. Chapter 1 has provided an 
introduction to the study, established the overarching research question and the three 
research sub-questions that were the focus of this investigation, and foregrounded the 
significance of this research project. The context of the study was outlined, a summary 
of the qualitative research approach, an intrinsic case study (Stake, 1995), was 
explained, and the study’s research limitations were identified.  
Chapter 2 analyses the literature on globalisation processes and the impact on 
globalising education policy. The definitional imprecision of the term international 
education is highlighted, as well as the importance of understanding this term in light 
of wider research. The chapter clarifies the range of terms and interpretations used in 
connection with this field. The geographic relevance of Asia and its strategic value are 
considered as a precursor to conceptualising the inherently problematic aspects of 
efforts to embed Asia literacy in the school curriculum. Chapter 2 also outlines the 
study’s theoretical framework, which draws from globalisation and postcolonial 
theory to problematise the nature of educational approaches that advocate for Asia 
literacy. In particular, it considers the impact of the nation’s past and present on notions 
of culture and “Asia as other”, together with emerging notions of national identity. 
Chapter 3 describes the qualitative research approach implemented for this 
study. It acknowledges that understanding is socially constructed and draws on a 
constructivist world view. The context of Green Valley State College was chosen as 
the research site because of its leadership in international programs from 2004 to 2010 
and its designation as an Asia Learning Centre in 2009. This chapter also outlines the 
case study methodology selected as the means to investigate the manifestation of these 
aspects in this Queensland state school. The research gathered data from three sources 
used in case study research, namely semi-structured interviews, participant researcher 
reflections in a journal form and document analysis (Simons, 2009; Stake, 1995). Both 
inductive and deductive data analysis methods assisted in the identification of themes 
emerging from the data. 
Chapters 4 and 5 detail the findings from the research data. Chapter 4 provides 
an analysis of three significant sets of policy documents and two interviews with key 
decision makers in the case school. Chapter 5 presents findings from seven semi-
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structured interviews with purposively selected participants from the school and also 
from my participant researcher’s journal reflections. The findings from these two 
chapters are separated according to their positioning in policy documents. The final 
chapter, Chapter 6, addresses both sets of significant themes from Chapters 4 and 5 
and draws from the literature and theory to produce new knowledge in relation to the 
study’s findings. It concludes with a summary of the research project, and in discussing 
the implications that arose from this study, suggests recommendations for future 
research.  
1.8 CONCLUSION 
This chapter has introduced the study and articulated its research concern. It 
suggested that international programs are contributing to the reshaping of school 
education in Australia and that most of the students participating in these programs are 
fee-paying students from the countries of Asia. Chapter 1 also highlighted the 
importance of Asia literacy for young Australians. The chapter provided background 
information pertaining to this intrinsic case study of one state school as it attempted to 
implement international programs and boost its profile as a site for Asia literacy. The 
next chapter, Chapter 2, provides a detailed review of relevant literature.  
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Chapter 2: Literature Review and Theoretical 
Framework 
The previous chapter established the context in which the research is located. 
This chapter presents a review of literature relevant to the study of how international 
programs were implemented in one school and the degree to which Asia literacy was 
developed in the school’s curriculum. First, literature on globalisation (section 2.1) 
and the dominance of a neoliberal paradigm (section 2.2) are discussed as contexts for 
internationalisation and specifically to the Asia region and education (section 2.3), 
prior to a review of the literature on education policy-making and implementation in 
section 2.4. This review of the literature indicates that the internationalisation of 
schooling has evolved in response to globalisation as a competitive model in which 
education is positioned as a tradable international commodity (Brandenburg & de Wit, 
2010; de Wit, 2013) as discussed in sections 2.5 and 2.6. 
The literature on efforts to secure Asia literacy and intercultural understanding 
in Australian education is examined in the context of the nation’s increasing 
engagement with the Asia region (sections 2.7 and 2.8). The literature on the legacy of 
Australia’s colonial past for such educational pursuits is also briefly addressed (section 
2.9). A theme in the literature is that policy prescription which positions 
internationalisation and Asia literacy as necessary for Australian education in the 
twenty-first century can be critiqued as a “neo-colonial project which aspires to 
understand [the Asia region] as the object of Australia’s economic desires” (Singh, 
1995b, p. 9). The final part of the chapter reviews postcolonial literature that addresses 
the assumptions and epistemological challenges associated with knowing the “other”. 
Significant theoretical constructs such as Orientalism, hybridity, Third Space, and 
ambivalence serve to provide conceptual tools in the study’s theoretical framework for 
analysis of knowing the Asian “other” in the context of international programs and 
schooling. Figure 2.1 illustrates the underpinning conceptual, theoretical and practical 
issues that are important to understanding the ways in which international programs 
were implemented in the case study school and the degree to which Asia literacy was 
fostered in the curriculum. 
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Figure 2.1. Conceptual, theoretical and practical issues. 
2.1 GLOBALISATION  
This part of the chapter foregrounds the relevance of globalisation, neoliberalism 
and the “social imaginary” for international education and the current focus on Asia 
literacy in Australian education. It also reviews the influence of the market economy 
on education policy development that emerges from neoliberal ideologies. Essentially, 
policy prescription produced in this context aims to produce an internationally aware 
and Asia-literate generation capable of boosting Australia’s strategic international and 
regional interests together with its economic performance in a competitive global 
market (Halse, 2015b; Henderson, 1999, 2003; Rizvi, 2015; Singh, 1995b, 1996).  
Broadly defined, globalisation refers to the rapid acceleration of cross-border 
flows of capital, goods, services, people and ideas and is considered by many to be 
“the defining feature of our age” (Green, 2007, p. 23). Other scholars concur; for 
example, Rizvi and Lingard (2000) suggested that a “ ‘liberation’ has resulted from 
humanities’ increasing interconnectedness across time and space” (p. 419), while 
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finance … [through] global communication networks” (p. 367). The literature on 
globalisation yields themes ranging across politics, economics, society, culture and 
education (Castells, 1989; Featherstone, 1995; Isin & Wood, 1991; King, 1991; 
Simmons, 2010). 
Globalisation is also a contested term, encompassing a range of loosely 
connected ideas, and “does not have a single uniform meaning, [rather] its various 
expressions are as dynamic as they are context specific” (Rizvi & Lingard, 2010, p. 
31).  These ideas encompass processes including the development of an integrated 
global economy marked by the free flow of capital, access to foreign labour markets, 
and the global dissemination of dominant social and cultural influences. Harvey (2007) 
refers to globalisation as encompassing the compression of time and space, whilst 
others emphasise global links, interconnections and deepening interdependence 
(Green, 2007; Olssen, 2004; Power, 2007; Rizvi & Lingard, 2000). Most agree that the 
effects of globalisation have widely permeated contemporary life, impacting 
governance, trade and industry, migration, the military, the environment, 
transportation, and society and culture (Green, 2007; Rizvi & Lingard, 2010; 
Simmons, 2010).  
Held, McGrew, Goldblatt, and Perraton (1999) credited globalisation to be “a 
central driving force behind the rapid social, political and economic changes that are 
reshaping modern societies and world orders” (p. 8). Globalisation is also recognised 
as “an historically contingent process replete with contradictions” (Tikly, 2001, p. 154) 
where such contradictions are reflected in the simultaneous deconstruction of 
conventions of society despite the development of new world orders. In examining the 
transformational aspects of globalisation, Tikly (2001) pointed to greater inclusion and 
acceptance, despite increased marginalisation; and to incorporation but also to division 
within and amongst societies. Similarly, Dirlik (2005) described the 
transformationalist interpretation of globalisation as a “simultaneous homogenisation 
and fragmentation” (p. 579) within and across civilisations. A transformational 
perspective is particularly relevant to this study of how a school responds to change as 
it views the discourse of globalisation as a set of complex processes “perpetually 
caught between two competing narratives, one of celebration, the other of crisis” 
(Gikandi, 2005, p. 609).  
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Giddens (1991) characterised globalisation as “the intersection of presence and 
absence, the interlacing of social events and social relations ‘at distance’ with local 
contextualities” (p. 21). New ethnicities, such as social networking groups, have been 
created as alliances and transcend national borders, societies and cultures. This process 
creates a self-perpetuating “newness” where worldwide and local link, resulting in 
“blurred relationships between cultural practices and localities” (Gikandi, 2005, p. 
617). This view suggests that traditional practices and rules become difficult to sustain 
as new orders and conventions are instigated.  
One “new order” that is significant for this study is the rise to prominence of the 
Asia region as it creates new social, political and economic landscapes for Australia to 
navigate. This transformation provides the opportunity for Australia to recognise the 
potential benefits of its geographic location in the Asia region and to develop new 
national narratives about Australia’s future in the 21st century, which in turn creates 
pressure on policy development to secure Australia’s range of interests in the Asia 
region.  
As noted, one important feature of globalisation is the increasing worldwide 
connectedness of ideas and popular culture. This proliferation is facilitated by the 
internet, and its role in compressing time and space so that “dynamic financial, 
information and cultural flows … define an increasingly interactive global arena” 
(Rassool, 2004, p. 203). Time zones become less relevant as Australia no longer 
resides as an isolated outpost from other Western states in Europe and America 
(Harcourt, 2011) given the accelerated pace of global access. This interconnectedness 
provides fertile conditions for the development of both international education and 
intercultural understanding about the people of the Asia region in Australia. Australia’s 
proximity to Asia, and a growing recognition that students should be prepared for a 
future which may include global employment trends (Cambridge & Thompson, 2004), 
further encourages this trajectory.  
2.2 GLOBALISATION, NEOLIBERALISM AND THE SOCIAL 
IMAGINARY 
Another significant aspect of globalisation is the emergence of neoliberalism as 
a political ideology. Neoliberalism is characterised by Simmons (2010) as when 
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“government, its institutions and the law are used proactively to create competition 
and to drive the market in all areas of social life” (p. 370). Neoliberalism is now 
recognised as the dominant economic philosophy of globalisation. It has been 
described as a preference for the minimalist state and as concerned with promoting 
“the instrumental values of competition, economic efficiency and choice, to deregulate 
and privatize state functions” (Rizvi & Lingard, 2010, p. 31). According to Goldberg 
(2006), globalisation is “typically linked with a neoliberal economic logic that is used 
to justify a market-driven mentality” (p. 78). In this context, neoliberal policies have 
prompted a focus on competition, economic efficiency, choice and growth. According 
to Hursh and Henderson (2011), neoliberalism elevates “the markets and profit above 
all other considerations” (p. 172), a position which is also promoted as inevitable and 
widely beneficial. Such instrumentalism is of particular relevance to this study, given 
the emphasis on international programs as marketable products and the national policy 
context in which Asia literacy is framed as a solution for Australia’s economic future 
(Salter, 2013). Such assumptions about the potential of Asia and international students 
from the region can also be viewed in terms of a social imaginary.  
In the context of globalisation, a social imaginary refers to the “way in which 
people imagine their social existence” and it provides a “common understanding that 
makes possible common practices and a widely shared sense of legitimacy” (Taylor, 
2002, p. 106). The social imaginary is an evolving set of fluid perspectives which 
enable individuals and communities to imagine and engage with the possibilities that 
globalisation provides (Appadurai, 1996). However, neoliberalism promotes a 
particular form of collective social imaginary in which human behaviour is based on 
economic self-interest in a competitive environment (Rizvi, 2007). Neoliberalism is 
evident in education decision-making in which schools are run as corporate institutions 
and fiscal priorities prevail. Rizvi and Lingard (2010) argued that this perspective: 
(Taylor, 2002, p. 106) 
On the one hand … is designed to forge a shared implicit understanding of the 
problems to which policies are presented as solutions, seeking a sense of 
political legitimacy. On the other hand, it is designed to discipline people and 
is aimed at guiding and shaping their conduct. (p. 36) 
The literature also emphasises that globalisation has impacted upon the world 
economy to such a degree that if workers are to be prepared to participate in the global 
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economy it is necessary to reform education. As knowledge and information are 
emerging as the main resources in the global economy (Carnoy & Rhoten, 2002), an 
emphasis on the production and usefulness of knowledge in the global economy has also 
shaped, and continues to shape, the nature of educational opportunities and institutions 
(Carnoy & Rhoten, 2002). As Sahlberg (2006) stated, “evidence shows that both primary 
and secondary education significantly contributes to economic development and 
growth” and that “better quality education increases average earnings and productivity 
and reduces the likelihood of social problems that, in turn, are harmful for economic 
development” (p. 260). Consequently, education can be viewed as a commodity and 
linked to economic productivity (Davies & Bansel, 2007). 
One of the broad effects of globalisation on education systems is the influence 
of market-oriented business models, encouraging the adoption of a “corporate ethos of 
efficiency, accountability and profit-driven managerialism” (Zajda, 2010, p. xix). As 
Peters (2001) stated in Davies and Bansel (2007) “there is nothing distinctive or special 
about education or health; they are services and products like any other, to be traded 
in the marketplace” (p. 254). Such discourses encourage state schools to respond 
proactively to the impact of globalisation and through activities such as international 
programs. In this sense, international education reflects the “corporatization and 
marketization of education” (Rizvi & Lingard, 2010, p. 80) at the state and, 
subsequently, the local school level (Australian Government, 2012). The influence of 
market-oriented international programs in Queensland government schools is central 
to this study and is discussed further in section 2.3. However, it is necessary to note in 
this part of the chapter that the growth of market economies illustrates the juncture of 
globalisation and neoliberalism.  
The forces of globalisation have directly impacted on international education. 
As people migrate in large numbers (Tikly, 2001),  fee-paying students seeking 
education in the global market place more readily cross borders as consumers of 
education as they “seek greater access to educational opportunities as a driver for more 
highly skilled and better paid jobs” (Australian Government, 2012, p. 64). Families 
transferred due to the impact of globalisation on their employment find themselves 
seeking international schools for their children’s education. Consequently, 
international education continues to evolve in response to the processes of 
globalisation and the spread of a market economy (Cambridge & Thompson, 2004) 
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and schools defining themselves as international schools, or offering an international 
education, “operate in a context of increasing globalisation” (Cambridge, 2000, p. 
180).  
2.3 GLOBALISATION, THE SIGNIFICANCE OF THE ASIA REGION 
AND EDUCATION 
The literature suggests that as globalisation prompts Australia’s engagement 
with countries of the Asia region it has also provided a market for transnational 
individuals seeking education. Australia has embraced this opportunity, emerging as a 
major supplier of international education both here and in Asia, to the point where 
“education services is one of our fastest growing export sectors” (Asia Education 
Foundation, 2005, p. 17). Figure 2.2 illustrates both the growth in enrolments and the 
size of the international student industry in Australia from 1994 to 2014. 
 
Figure 2.2. International student enrolments in Australia 1994–2014 (Department of Education and 
Training, 2015). 
Australia’s engagement with Asia has grown across industries as diverse as trade, 
investment, tourism, education, research and business development, humanitarian 
assistance and migration. This is evidenced in the significant growth of international 
education, as further detailed in section 2.5, and is reflective of wider shifts in 
transnational economic activities. The notion of globalisation, while highly contested, 
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includes “not only the changes brought about by the opening up of markets and 
communication technology, but also those set in motion by shifts in policy relating to 
the responsibilities of government” (Power, 2007, p. 88). This aspect of globalisation, 
along with the reshaping of political configurations, has also contributed to the 
transformation of the way Australia engages with the Asian region. The 
PricewaterhouseCoopers Melbourne Institute Asialink Index of Engagement is a useful 
tool for understanding the growth in these transnational activities as it “provides a 
measure of two-way ‘engagement’ between Australia and Asia” (Asialink et al., 2012, 
p. 12). The index assesses both the level and rate of change across seven components 
and 25 economies7. Figure 2.3 illustrates the growth of Australia’s engagement with 
Asia in comparison to the rest of the world from 1990 to 2012 and highlights the 
potential for engagement with Asia to impact the daily life of Australians.  
 
Figure 2.3. PricewaterhouseCoopers Melbourne Institute Asialink Index 1990 to 2012 (Asialink et al., 
2013). 
As the idea of international is one which increasingly impacts people worldwide 
(Hayden, Rancic, & Thompson, 2000, p. 120), schools are progressively grappling 
with issues of internationalisation and globalisation (Edwards & Tudball, 2002). 
Cambridge (2002) interprets the development of international education and 
                                                 
 
7 The seven components are trade, investment, tourism, education, research and business development, 
humanitarian assistance and migration. The 25 economies are ASEAN (Indonesia, Singapore, Malaysia, 
Thailand, Vietnam, Laos, Cambodia, Brunei Darussalam, The Philippines, Myanmar), South Asia 
(India, Pakistan, Bhutan, Sri Lanka, Nepal, Maldives, Bangladesh), East Asia (People’s Republic of 
China, Hong Kong, Chinese Taipei, Macau, Mongolia, East Timor) and North East Asia (Republic of 
Korea [South Korea], Japan). 
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international schools as a product of processes of globalisation.  This context finds 
schools increasingly adopting international programs in an effort to secure global 
relevance, add value to their students through intercultural interaction and as an 
opportunity to increase market share. Such adaptions include fostering international 
attitudes, awareness and understanding (Cambridge & Thompson, 2004), and 
engagement in multicultural research made possible through increasing cultural 
diversity. Consequently, international education has transformed into a globally 
branded product and can be identified by a marketisation of schools in response to 
processes of globalisation (Cambridge, 2002).  
Schooling is now recognised as essential to a nation’s global competitiveness on 
an “international economic stage” (Spring, 2008, p. 331). Increasingly, global 
awareness, international perspectives and world views, and in the context of this study, 
Asia literacy, are nationally valued not only for economic purposes, but also for 
security and trade purposes. Schooling is also recognised as critical to the development 
of intercultural understanding about the Asia region. The recognition of wider benefits 
to trade, economics, security and immigration has seen contributions to “global 
educational discourses and actions” (Spring, 2008, p. 338) by significant worldwide 
institutions such as the World Bank, United Nations, World Trade Organisation, 
OECD and United Nations Educational, Scientific and Cultural Organization 
(UNESCO). The consistency in these educational discourses in referring to “human 
capital, lifelong learning for improving job skills, and economic development” 
(Spring, 2008, p. 332) provides a basis for increased communication and development 
between policy makers and local schools, as well as between individual schools with 
others in different societies. These discourses have impacted on the policy 
development in schools, where “intertwined worldwide discourses, processes and 
institutions” (Spring, 2008, p. 330) impact local practices. The human capital view of 
education was evident in the Australia in the Asian Century White Paper (Australian 
Government, 2012) in which education is positioned as one of the “pillars of 
productivity” (p. 2), recognised for its export value and thus its contribution to 
Australia’s prosperity. 
The link between education and national economic outcomes can be seen in the 
growth of discourse around Asia literacy whereby “national attention is effectively a 
by-product of economic imperatives rather than an educational policy consideration” 
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(Pang, 2005, p. 172). The opportunities presented by the Asian century have prompted 
significant educational policy changes, not only in Australia, but also in Canada, the 
European Union, New Zealand and the USA. The reliance on the PISA8 survey as a 
measure of Australia’s world educational ranking is directly linked to a national 
objective in the White Paper: “To build the capabilities of Australian students, 
Australia’s school system will be in the top five schooling systems in the world” 
(Australian Government, 2012, p. 165). The White Paper detailed a range of policy 
approaches aimed at achieving this objective and made explicit that “through this long-
term approach to improving school performance, Australia can continue to build the 
capabilities that will underpin our success in the Asian century” (Australian 
Government, 2012, p. 166).  
As a whole-of-government policy document, the White Paper provided a recent 
example of economic imperatives driving education policy directed at educating young 
Australians about the Asia region. The ongoing impact of globalisation on society has 
created challenges for education policy. Kamat (2004) argues, “relations between the 
economy, the state and the civil society are undergoing significant transformation 
whose effects cannot be anticipated” (p. 267). International programs have emerged in 
this context of uncertainty and typify market-driven approaches to commodity 
education (Davies & Bansel, 2007), reflecting a neoliberal ideology.  
In reviewing the literature on globalisation, this section has emphasised the 
dominance of neoliberalism, which positions education as serving the nation’s 
economic interests, whilst also noting the transformational potential arising from the 
benefits of global flows of people and ideas. It also noted the emergence of a neoliberal 
social imaginary which accepts and promulgates the dominance of the marketplace for 
educational pursuits. In doing so, it positioned international education and the 
significance of the rise of the Asia region for Australian education. The next section 
explores this with reference to education policy-making. 
                                                 
 
8 PISA is the OECD Programme for International Student Assessment, which measures reading, 
mathematics and science literacy in a sample of 15-year-olds every three years (Australian 
Government, 2012). 
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2.4 EDUCATION POLICY 
A theoretical discussion of the structures and processes of policy-making is a 
useful starting point from which to consider the complex policy environment for a 
government school in Queensland attempting to implement international programs and 
Asia literacy. Rizvi and Lingard (2010) describe public policy as “the actions and 
positions taken by the state, which consists of a range of institutions that share the 
essential characteristics of authority and collectivity” (p. 4). In broad terms, social 
policy-making can be viewed as “aims or goals, or statements of what ought to happen 
… to meet needs for education, health, housing and social security” (Blakemore & 
Griggs, 2007, p. 1). This view encompasses the notion that policy occurs at the decision-
making or legislative stage and also at the level of implementation.  
Policy can thus be viewed in terms of product and process, and Bowe, Ball, and 
Gold (1992) contended that policy is developed further “after the legislation has been 
effected” (p. 14). Considine (1994) referred to this as “the continuing work done by 
groups of policy actors who use available public institutions to articulate and express 
the things they value” (p. 4). Referred to as policy generation (Bowe et al., 1992), 
during this process a series of further shifts can occur to policy prescription over time. 
Rizvi and Lingard (2010) posited this as a process of reconceptualisation, whilst Bell 
and Stevenson (2006) emphasised the reforming of policy during the implementation 
process into practice, such as at a local school context.  
In Ball’s (1994a) classic conceptualisation of the policy process as “policy 
trajectory”, three contexts of policy-making are identified. These are “the context of 
influence, the context of policy text production and the context(s) of practice” (Bowe 
et al., 1992, cited in Ball, 1994a, p. 26). Each context is embedded with, and requires 
an understanding of, the others. Policy analysis, therefore, requires “a heuristic and 
tentative exploration of the social phenomenon – policy – as something we confront, 
inhabit and respond to” (Ball, 1994b, p. 108). Further, in examining the powerful 
assumptions about education that are embodied in policy documents, Ball (2006) 
theorised policy as both text and discourse. In this context, policy texts are framed by 
discourses that often render them “decontextualized” from their origins and then 
“recontextualized into a new assemblage” (Bowe et al., 1992, p. 14) within different 
policy contexts.  
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With reference to policy as text, Ball (2006) theorised policies as representations 
that are coded and decoded in that they are both written and read in various contexts. 
The present study adopted the notion of policy as “both process and product” as it 
involves the contested production of the official policy text and “ongoing 
modifications to the text and processes of implementation into practice” (Taylor, 1997, 
pp. 24-25). In this study a critical policy analysis was applied in order to analyse the 
complexity of how international programs and Asia literacy were constructed in policy 
documents and then enacted in the site school.  
The theory of policy implementation is also important for this study, given that 
schools are hierarchical institutions and principals in Queensland state schools are 
expected to respond to EQ policy directives. Bybee (2003) referred to policy 
implementation as involving “changing policies and practices to be consistent with 
standards” (p. 23). The literature on policy implementation (Birkland, 2010; Rodrigue, 
Comtois, & Slack, 2009; Sabatier, 2007) identifies a number of models for the 
implementation of public policy, while theories of public policy processes operate 
under either a top-down or bottom-up orientation. According to Birkland (2010), a top-
down approach entails understanding “the goals and motivations of the highest level 
initiators of policy” (p. 183) and then tracking the policy “through its implementation 
at the lowest level” (p. 183). By contrast, a bottom-up approach involves 
“understanding the goals, motivations, and capabilities of the lowest level 
implementers and then follows the policy design upward to the highest level initiators 
of policy” (Birkland, 2010, p. 185). 
With specific reference to education policy, Fullan (1994, 2007) argued that both 
centralised and decentralised approaches to policy implementation in schools are 
necessary as small and large-scale studies have demonstrated that neither top-down 
nor bottom-up approaches are effective in isolation from one another. Fullan’s 
reference to Taylor and Teddlie’s (1992) seminal paper on the extent of classroom 
change in “a district widely acclaimed as a model of restructuring” (Fullan, 1994, p. 
4) is significant for this study. While almost 25 years old, Taylor and Teddlie’s (1992) 
observation that teachers did not alter their practice, demon and “did not overcome 
norms of [teacher] autonomy” (p. 10) to feel “empowered to collaborate with their 
colleagues” (p. 10) and implement change, still presents as a major challenge in 
implementing education policy. 
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The policy context for government schools operating international programs and 
embedding Asia literacy remains complex. In Queensland, EQI adopted a corporate 
approach to fostering international programs to secure funding, which differed from 
EQ’s traditional approach to providing education for domestic students. By 2016, only 
a minority of state schools (approximately 10%) were accredited to receive full-fee-
paying international students. Appointment in international programs could be 
instigated at the Principal’s or EQI’s instigation.  There was no plan for all state 
schools to be involved in international programs.  As there continue to be few 
bureaucrats with experience in administering international programs, this presents 
policy implementation challenges or “real struggles over the interpretation and 
enactment of policies” (Ball, 1993, p. 15) as school principals overseeing such 
programs are required to respond to multiple policy discourses from EQI and EQ with 
different corporate and education agendas which are sometimes not aligned. 
The translation of policy from Commonwealth to state to local school levels, and 
the tensions and political dynamics therein, are also relevant to this study as there 
remains a “distance between the original policy texts and language”, with “language” 
in this context meaning “the language of practice, words into action, abstractions into 
processes” (Ball, Maguire, Braun, & Hoskins, 2011b, p. 621). Ball et al. (2011b) 
further outlined the complexity of the translation process, stating “interpretation is 
about strategy, and translation is about tactics, but they are also at times closely 
interwoven and overlapping. They work together to enrol or hail subjects and inscribe 
discourse into practices” (p. 621).  
The Melbourne Declaration (MCEETYA, 2008) recognised the diverse 
challenges globalisation presented for Australian education, including global 
integration, transnational movements of people, the growing influence of the countries 
of Asia, rapid technological advancements and “complex environmental, social and 
economic pressures” (p. 4). As a national statement on schooling goals, the Declaration 
also emphasised the importance of collaboration, not only across Commonwealth, 
state and territory governments, but also across government, Catholic and independent 
school sectors. Further, the Australia in the Asian Century White Paper (Australian 
Government, 2012), instructed “all Australian Government departments and agencies 
… to ensure that international considerations are embedded into their domestic policy 
analysis and implementation” (p. 256). Hence, these high-level policy statements made 
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it clear that bureaucrats and school administrators were expected to respond to the 
phenomenon of globalisation and its manifestations on Australia’s international 
interests for education, including the influence of a market economy, at the local 
school community level.  
Within a globally competitive educational marketplace, international programs 
have emerged not only as a market solution to the expansion of education as a saleable 
product but also as a means of alleviating the funding shortfalls faced by government 
schools. This phenomenon reflects Rizvi and Lingard’s (2010) observation that “new 
requirements of policy have emerged, resulting in the corporatization and 
marketization of education” (p. 80). As noted earlier, a neoliberal discourse has given 
legitimacy to corporate and market approaches within education which has, in turn, 
impacted on education policy-making and on implementation at the local school level. 
This has resulted in increasing adoption and marketing of “entrepreneurial” 
international programs (Arber, 2009), which has been reflected in the growth of 
international programs.  
Rizvi & Lingard (2010) claim that the results of this approach are double edged 
with “policies of corporatization, privatization and commercialization on the one hand, 
and … greater demand for accountability on the other” (p. 3). This demand for 
accountability is reflected in global measures of educational effectiveness with 
implications for global economic performance (Mäller, 2002; Rizvi & Lingard, 2010; 
Sahlberg, 2006). Sahlberg’s (2006) observation that “globalization has not only 
increased competition in the world economies, but also within and between education 
systems” (p. 259) is reflected in the fluid and contextual nature of policy development 
(Ball, 1993). Further, globalisation results in the increasing complexity of policy-
making sequences, rendering unpredictable outcomes (Ball, 1993; Offe, 1984; 
Riseborough, 1993; Rizvi & Lingard, 2010) at different levels of governance.  
Such complexities of multiple levels of government input in policy development 
indicate the potential for those acting at a local school level to interpret and reshape 
the implementation of policy directives.  Ball (1993) reflected that policies “typically 
posit a restructuring, redistribution and disruption of power relations so that different 
people can and cannot do different things” (p. 13). Inherent in this disruption are a host 
of local contexts and considerations that those at the local school level are required to 
reconcile as they translate policy into action. This navigation requires an understanding 
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of “the changing relationship between constraint and agency” (Ball, 1993, p. 13), that 
is, the way local school administrators manage their own agency in the context of the 
limits to policy enactment posed by the multiple stakeholders represented within 
international programs and Asia literacy.  
This section has highlighted the complexity of the policy process, including 
policy implementation; the next section examines the literature on international 
programs and Asia literacy. 
2.5 INTERNATIONAL PROGRAMS  
Market forces accelerated by globalisation have given rise to an international 
education industry delivered by a loose conglomeration of schools on a global scale. 
Various discourses have accompanied the rapid growth of the international education 
industry and this section briefly analyses some of the key terms. A review of literature 
related to the terms international education and international schooling indicates that 
both terms are subject to multiple interpretations and a complexity of viewpoints. This 
“web of interconnecting uncertainties” (Skelton, 2002, p. 41) has promoted confusion 
and disagreement. Indeed, one of the core aims of the Journal of Research in 
International Education (Hayden, 2007) is to facilitate debate around the nature of the 
discourse on international education, recognising that there is a “lack of agreement 
among theorists and practitioners alike, with respect to the fundamental nature of 
international education” (p. 5) and that there is a need to “encourage and facilitate 
debate about the definition of this field of study” (p. 5). Despite such debate, a widely 
accepted definition remains elusive. The discussion which follows examines the 
complexities of the discourse.  
Hill’s (2000) definition of international schools, taken from the perspective of 
the International Baccalaureate Organisation (IBO) group of international schools, 
serves as a preliminary point for discussion. According to Hill (2000), international 
schools are: 
Independent institutions charging tuition fees or offering scholarships and 
catering specifically for students of many nationalities, some of whom will be 
transient; the educational program is usually different from that of the host 
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country and English is the main language of instruction in most institutions. 
(p. 253)   
Many educational terms compete for space within the field of international 
education. Roberts (2003) draws the distinction between “multicultural education”, 
“global education” and “comparative education”. Hill (2007) indicates the lack of 
clarity amongst terms by stating that “the terms ‘multicultural education’ and 
‘intercultural education’ [in the international discourse] are interchangeable even 
though the words multicultural and intercultural are not necessarily the same” (p. 248). 
Hill (2007) argues the term intercultural implies a process of interaction, whereas 
multicultural is indicative of contextual factors. McKenzie (1998) introduces the term 
“pan national” (within four other educational terms in an effort to define international 
education) to refer to an individual who “works consciously to reduce tensions and 
misunderstandings across nations by promoting global initiatives, knowledge and 
empathy through education” (p. 244). As Sylvester (2002) noted, the wide range of 
interchangeable terms used within the discourse are indicative of the diversity of 
literature within international education. The confusion surrounding the term 
international education is problematic in the context of this study, as the literature 
indicates there is no clear process to categorise schools with international programs 
and that schools conducting such programs are diverse.  
Bunnell’s (2007) examination of various authors who have tried to typify 
international schools is insightful. For example, Ponisch (1987) and Yamamoto (2003) 
identified eleven types of international schools, whilst Sanderson (1981) listed seven 
(Bunnell, 2007, p. 353). Leach (1969, cited in Cambridge and Thompson 2004), claimed 
exclusivity in stating only International Schools Association members were truly 
international schools and that the International School of Geneva was the only “pure 
school” (p. 195). Hill (2006) asserted that international schools were those offering three 
IBO programs, that is, at the Primary, Middle and Diploma levels. By contrast, Parker 
(2008) referred to blatant attempts by schools to self-identify as international in order to 
boost their profile and enrolments. In particular, Parker cited the case of a local middle 
school which self-classified after extensive renovations and re-opened with 
“ ‘international’ [added] to its name, and dual language immersion and global 
perspective [added] to its focus” (Parker, 2008, p. 196). Bunnell (2007, p. 350) 
concluded that the international schooling industry was a “diverse conglomeration”, so 
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diverse, in fact, that Cambridge and Thompson (2000) developed a matrix of 100 
curriculum variables necessary to classify them. While some international schools have 
an obvious distinction or branding in the global schooling marketplace (such as the IB), 
many others do not. The result is an industry which lacks cohesion and unity (Bunnell, 
2007).  
According to Murphy (2000), the lack of cohesion that characterises the 
discourse on international education may have resulted from its evolutionary nature. 
However, Grimshaw and Sears (2008) suggested that conflicting perspectives about 
the nature of international schooling are natural in “the broader context of a globalised 
world of which change and discontinuity are common features” (p. 260). Such diverse 
perspectives have been further exacerbated by the pace of growth and the wide range 
of schools adopting international programs in search of alternative funding sources.  
This section has drawn on the literature to demonstrate the diversity of thought 
and lack of cohesion in defining international education. The following section 
examines the notion of “international mindedness” in the context of international 
education. 
2.6 INTERNATIONAL MINDEDNESS 
International mindedness refers to a “frame of mind” or curiosity about the world 
accompanied by an openness towards difference or the “other”. Kevin Kahiro Maina, 
an IB student at the Aga Khan Academy in Nairobi, described international 
mindedness as “a ‘philosophy for living’ … as it enables and empowers individuals 
with the ability to perceive the world in a manner that disregards the ‘self’ and its 
prejudices while embracing a greater sense of the ‘other’ ” (Kahiro Maina, 2014, 
December, para. 2). International mindedness can be recognised in a school’s 
commitment, within both educational and administrative activities, to intercultural 
understanding, or intercultural literacy, defined by Thomas (2006) as the development 
of a cultural competence. Hill (2006) argued that international mindfulness “is the 
attitude of mind reflected in both the teaching and administration of the school, rather 
than the cultural composition or location, which is important” (p. 98).  
An examination of a school’s “attitude of mind” can yield quite different insights 
depending on whether an administrative or educational lens is adopted (Hughes, 2009). 
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With reference to administration, international schools require specific administrative 
support due to the number and complexity of enrolled fee-paying students of different 
nationalities undertaking courses that require accreditation and certification. In terms 
of education, more holistic and valued-laden concerns are paramount, such as the well-
being of students and considerations of how the school curriculum offerings, including 
language offerings and development of global citizenship, meet students’ needs. As is 
argued in the study, the tension between the neoliberal approach of international 
schooling compared with the more value-driven curricular concerns of Asia literacy 
are at the heart of this research inquiry.  
Hill (2000) suggested international schools should be classified according to 
their development of attitudes and values, claiming international mindedness is key. 
Hayden and Thompson (2000) concurred, arguing that the promotion of common 
values and an appreciation of international schooling is more useful than nominal 
classifications. It could be argued that an examination of the commitment of a school 
to curricular and extra-curricular activities that foster international mindedness 
presents a strategic way to analyse a school’s claim to be “international”. This is 
typified by practical, measurable activities which reflect a school’s commitment to 
embracing international understanding in its widest form. The approach is consistent 
with UNESCO’s (1995) Declaration of Education Ministers to “strive resolutely to 
take suitable steps to establish in educational institutions an atmosphere contributing 
to the success of education for international understanding” (2.2). It can be argued that 
philosophical shifts towards embracing international education serve to promote 
global citizenship (Roberts, 2003).  
Roberts’s (2003) summary of schools’ international mindedness includes to “be 
a truly, international construct, be internationalist in intention and produce better 
global citizens” (p. 75). Roberts’s definition is attitudinal in nature and highlights the 
outcome of producing students who can operate in a world shaped by increasing 
worldwide connectedness of ideas and popular culture. This wider definition of 
international schooling is inclusive of the many schools that self-brand as international 
in order to provide a point of differentiation (Cambridge & Thompson, 2000). Because 
“there is no single organisation that grants the right to usage of the term ‘international 
school’ ... nor are there restrictions upon its use” (MacDonald, 2009, p. 82), a growing 
number of schools are self-classifying as international, a phenomenon Roberts (2003) 
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identifies as internationalist in intent. As noted, the majority of students participating 
in international programs in Australian schools are fee-paying students from the 
countries of Asia.  
In the next section, literature on Asia literacy and intercultural understanding is 
examined in order to highlight the complexities and challenges associated with “taking 
teaching and learning beyond the nation” (Luke, 2006, p. 135) and preparing young 
people to come to terms with Australia’s increasing interactions with the countries of 
the Asia region.  
2.7 ASIA LITERACY 
Whilst a range of past and current policy documents have advocated for young 
Australians to become Asia literate through the school curriculum in order to prepare 
them for regional and global citizenship, these documents also acknowledged the 
economic benefits that will accompany Australia’s regional engagement (Henderson, 
2015). UNESCO (2014) define global citizenship as “a way of understanding, acting 
and relating oneself to others and the environment in space and in time, based on 
universal values, through respect for diversity and pluralism” (p. 14). Specific to 
Australia’s regional engagement, the development of Asia literacy, or the knowledge, 
skills and understandings of the histories, geographies, languages, arts and cultures of 
the countries of the Asia region (Asia Education Foundation, 2011), has now been 
positioned in education policy documents as critical to developing Australia’s 
economic security. It could be argued that this focus on securing economic advantage 
through interaction with Asia is a contemporary form of neo-colonialism, which seeks 
to appropriate the Asian “other” for financial gain. In this context, Asia literacy can be 
conceptualised as a neo-colonial construct or umbrella term that encompasses an 
amalgam of ideas and assumptions about the nature and potential benefits of Australian 
knowledge about Asia. The literature reveals the ambiguities and contradictions 
associated with the construct of Asia literacy since its emergence in Australian 
education policy; the following section provides a brief historical context for this 
emphasis.  
The advent of the notion of Asia literacy in Australian education can be traced 
to the Asian Studies Council’s (1988) seminal report, a National Strategy for the Study 
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of Asia in Australia (Henderson, 1999). It called for a change in Australia’s attitudes 
to Asia across public policy and argued that most Australians needed to be Asia literate 
and have “some understanding of Asian history, culture, geography and economies” 
(Asian Studies Council (Australia), 1988, p. 32). Further, the National Strategy argued 
that Australians needed to be “comfortable with Asians in work environments” and 
contended that by 2010 knowledge of an Asian language should be “unexceptional” 
(p. 32) in Australia. It was obvious from the Asian Studies Council’s report that the 
notion of Asia literacy encompassed more than the capacity to comprehend and 
communicate and that it required informed understandings of cultural and social 
practices in various contexts, including the workplace. Given Australia’s colonial past 
and historical ties to Great Britain, the capacity to foster Asia literacy is especially 
challenging in contexts where Anglo or European world views have been the norm. 
Yet, despite the obvious challenges, since the 1950s: 
Australian scholars of Asia lobbied to prioritise Asian languages and studies 
in the education system for the potential to broaden Australia’s conceptual 
framework about the region. Concomitantly, policy advice from prominent 
Australian Asianists stressed the value of broad intellectual and cultural 
understandings. (Henderson, 2003, p. 23) 
In 1997, the expert Australian Asianist, Professor Stephen Fitzgerald, the first 
Australian Ambassador to China (1973–1976) and Chair of the Fitzgerald Enquiry into 
Immigration (1987–1988), reflected that Asia literacy was not an “elegant term” 
(Fitzgerald, 1997, p. 79). Fitzgerald, who was also a member of the Asian Studies 
Council, noted that the term Asia literacy was devised to provide “an unthreatening 
and accessible” mode of conveying “intellectual uses of the study of Asia” and how 
this was “integral to the nation’s identity” (Fitzgerald, 1997, p. 79). Williamson-Fien 
(1994) contested this view and argued that Asia literacy was both contentious and “not 
readily definable or achievable” (p. 77). Further, she asserted that “the possibility of 
‘Asia literacy’ as a goal hinged on an unproblematic reading of ‘Asia’ ” (Williamson-
Fien, 1994, p. 78). Prior to examining this critique in the literature, the following 
paragraphs provide an overview of the economic and strategic significance of Asia as 
a driver for the pursuit of Asia literacy in Australian schools (Fitzgerald, 1997).  
Australia’s proximity to the Asia region, now the largest emerging global market 
(Department of Foreign Affairs and Trade, 2012), has “transformed global commodity 
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markets” (Australian Government, 2012, p. 43), and provides increased income from 
trade (Fitzgerald et al., 2002). The economic value of Australia’s involvement with 
Asia highlights the need to foster strategic relationships with the countries of the Asia 
region. This is reflected in “the region’s industrialisation and urbanisation” which 
“have sparked demand for raw materials, creating a resources boom” (Australian 
Government, 2012, p. 40). By 2013, the trade with East Asia was 56.6% of total trade 
or $366.7 billion (Department of Foreign Affairs and Trade, 2014) and Asian countries 
comprised four of Australia’s top five export markets (China, Japan, India and 
Republic of Korea) and three of the highest four import markets (China, Japan and 
Singapore). Figure 2.4 compares Australia’s trade growth between 25 Asian nations 
(as listed in section 2.3, footnote 6) and the rest of the world. Consequently, there has 
been extensive political support for greater engagement and understanding with Asia 
(Bishop, 2013; Gillard, 2008; Rudd, 2008). With ASEAN9 nations alone now 
accounting for 14.9% of Australia’s exports (Asialink et al., 2013), “the quest for more 
formal structures for economic cooperation appeared compelling” (Cotton & 
Ravenhill, 2000, p. 8). (Fitzgerald et al., 2002) 
 
Figure 2.4. Trends for trade component (Imports & Exports, AUDbn) (Asialink et al., 2013).  
Australia’s significant involvement in Asia-Pacific Economic Cooperation 
(APEC), of which the 21 member economies account for 40% of the world’s 
population, 44% of global trade and 53% of world real Gross Domestic Product (Asia-
Pacific Economic Corporation, 2013), heightens the geostrategic importance of Asia. 
                                                 
 
9 ASEAN, Association of Southeast Asian Nations, is an association of 10 Asian nations which “aims 
to accelerate economic growth, social progress and cultural development in the region and to promote 
regional peace and stability” (Department of Foreign Affairs and Trade, 2013) 
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However, Australia’s successful ongoing membership requires an in-depth 
understanding and appreciation of its fellow member states, and awareness of this is 
one of the drivers for the policy prescription for Australians to be Asia literate. While 
Japan has traditionally been a major trading partner of Australia, trade from the wider 
Asia region has increased significantly in recent years and China and India are now 
significant trading partners. Furthermore, Indonesia, a significant and close neighbour, 
has consistently been one of Australia’s top 15 trading partners with approximately 
400 companies operating in Indonesia (Department of Foreign Affairs and Trade, 
2015).  
As noted, the magnitude of Australia’s engagement with Asia is reflected in 
these high levels of interaction: by 2013 Asia totalled 60% of Australia’s trade 
(Asialink et al., 2013). Proximity to the Asia region also provided Australia with a 
market differentiation over North American and European competitors (Harcourt, 
2011). As discussed later in this study, four countries in the Asia region were identified 
in the most recent push to foster the learning of an Asian language. The National Asian 
Languages and Studies in Schools Program (NALSSP) was introduced from 2008 to 
support the learning of the languages and cultures of China, Indonesia, Japan and 
Korea in Australian schools in order to equip “the students of today with the skills to 
excel in the careers of tomorrow in our increasingly globalised economy” (Department 
of Education Employment and Workplace Relations, 2010). This was reiterated in the 
2012 Australia in the Asian Century White Paper: “in coming decades, Asia’s 
economic rise will shift the centre of global economic activity closer to Australia. This, 
along with a large and growing Asian middle class, will bring further opportunities” 
(Australian Government, 2012, p. 134). 
The economic reshaping of the Asian region has prompted the rise of a new 
middle class, which has also presented opportunities for Australia. The Australia in 
the Asian Century White Paper (2012) recognised the potential impact of Asia’s rising 
middle class: “Asia’s burgeoning middle class has reshaped global markets, including 
for high-value consumer goods and services – spanning everything from electronics to 
tourism” (p. 40). The associated aspirations and disposable income of Asia’s middle 
class continue to provide market opportunities for Australia to be positioned as “a 
highly productive and reliable supplier of resources and related goods and services to 
the region” (Australian Government, 2012, p. 78).  
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Security concerns have also prompted policy pushes for Australians to be fluent 
in Asian languages and able to comfortably navigate the cultures of the region 
(Henderson, 2003, 2008a). For example, Australia’s most significant Western ally, the 
USA, noted that Australia’s underdeveloped Asia knowledge base presents a security 
liability for its interests in the region (Stewart, 2008, p. 203). Hence, the strengthening 
of alliances within the Asia region continues to be important, given the fluctuating and 
heightening security environment as a result of terrorism and Asia’s impact on 
Australia’s social and cultural landscape (Asia Education Foundation, 2006b). 
Ironically, the recent pivot to Asia in US foreign policy has also highlighted the low 
knowledge base of US citizens and this has prompted a reliance on Australia’s 
positioning in the region for its interests. Asia literacy consequently has the potential 
to contribute significantly to Australia’s security policy interests and to those of the 
USA.  
Another significant factor in the policy push for positioning international 
mindedness and Asia literacy in Australian education comes from migration and the 
movements of people. By 2012, six of the top 10 countries for Australia’s net overseas 
migration were from Asia, representing 42% of the 2012 total migration (Department 
of Immigration and Citizenship, 2013). In 2013, the Department of Immigration and 
Citizenship noted that India and the People’s Republic of China were “the two main 
source countries for permanent migrants” (Department of Immigration and 
Citizenship, 2013, p. 4). Effective immigration management requires regional 
understanding of broader issues associated with border protection, such as those issues 
arising from high numbers of refugees and people seeking asylum. The possibility of 
improved Asia literacy presents the potential for understanding during the negotiation 
and management of those difficult issues requiring regional collaboration. Advocates 
for Asian engagement (Griffiths & Wesley, 2010; Milner, 2000; O'Neil, 2007) 
recognise Australia’s challenge to position itself in a complex region: “Australia is yet 
to develop a capacity for strategic policy making that would enable us to identify and 
shape those opportunities to our best advantage” (Griffiths & Wesley, 2010, p. 26). 
Similarly, human rights issues also demand an understanding of, and collaboration 
with, Australia’s Asian neighbours (Rudd, 1995).  
Hence, this brief overview indicates that a range of economic and strategic 
interests have been powerful in pursuing policy prescription for boosting Australia’s 
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knowledge base about the Asia region. However, as Rizvi (1996) stated, there is a risk 
in an economically driven view of Asia literacy, as it “invites only a sensitised and 
safe understanding of Asia, which assumes uniformity of political views within Asian 
societies, in a way that is not very different to Orientalist texts” (p. 187). While the 
economic and strategic importance of Asia literacy is a reflection of a neoliberal social 
imaginary, the broader cultural value of Asia literacy is also significant and is analysed 
in the following section.  
2.8 ASIA LITERACY AND LANGUAGE LEARNING 
The push for Asia literacy in Australian education has also included more than 50 
years of policy advocacy for learning Asian languages (Henderson, 2008a). For 
example, the AEF emphasised Asia literacy in terms of integrating “the study of the 
language with the development of an understanding of how language and culture affect 
the lives of learners as well as those of the people whose language they are learning” 
(Asia Education Foundation, 2006a, p. 12). Similarly, a report by the Asian Studies 
Association of Australia endorsed Asia literacy as encompassing both languages and 
cultures, noting “any real understandings of a society require one to have an intimate 
knowledge of its history, culture and language” (Fitzgerald et al., 2002, p. 8).  
Advocates for including Asia literacy in Australian education argued that Asia 
“should have a natural place in curriculum content, just as it does in our security and 
economic well-being” (Asia Education Foundation, 2003, p. 24). By 2010, the AEF 
National Summit Report claimed that Asia literacy should be established “at the heart 
of the curriculum” (Asia Education Foundation, 2010b, para. 1); indeed, Asia literacy, 
conceptualised as “Asia and Australia’s engagement with Asia”, was one of three 
cross-curriculum priorities in the new Australian Curriculum released in 2010 
(Australian Curriculum Assessment and Reporting Authority, 2016)10. However, the 
reality proved otherwise; by 2012 the AEF reported that despite the moves to embed 
it there had been “only small-scale progress towards Asia literacy becoming a 
universally attainable schools education outcome” (Asia Education Foundation, 2012, 
                                                 
 
10 ACARA is “responsible for the development of a national curriculum, a national assessment 
program and a national data collection and reporting program that supports 21st century learning for 
Australian students”(Australian Curriculum Assessment and Reporting Authority, 2010) 
 Chapter 3: Literature Review and Theoretical Framework 49
p. 1). Such were the challenges to achieving this aim that by 2015 Halse (2015a) 
summed up the difficult and problematical quest for Asia literacy in Australian 
education as a “wicked policy problem” (p. 14).  
Significantly, the literature reveals that despite policy advocacy and high-level 
interventions, such as the Council of Australian Governments (COAG) agreed push 
(Henderson, 1999, 2008a) to develop a culture of Asian language learning in Australia 
via the Rudd Report (Council of Australian Governments. Working Group on Asian 
Languages and Culture and Rudd, 1994), Australia’s track record on second language 
acquisition remains poor (Halse, 2015b; Hughes, 2012; Lo Bianco, 2005; Lo Bianco 
& Slaughter, 2009). Moreover, Australia lacks sufficient Languages Other Than 
English (LOTE) Asian specialists to teach Asian languages (Henderson, 1999; Lo 
Bianco, 2005; Lo Bianco & Slaughter, 2009). A further complication is that advocacy 
for prioritising the teaching of Asian languages has been, and remains, contested in 
Australia. Muller and Wong (1991) noted that:  
Although the concept of Asia literacy does include language competency, it 
goes beyond this. The concept also embraces the notion of cultural literacy … 
the term “Asia literacy”, therefore, refers to the intellectual uses of the study 
of Asia and the question of Australian identity. (p. 3) 
More recently, Halse (2015a) argued that Asia literacy has been configured as a 
deficit of languages and cultural knowledge and points to the gap between policy and 
practice. Concomitantly, debates about “what” knowledge and “which” countries in 
Asia should be privileged in curricula aiming to develop Asia literacy were also 
contested. Meanwhile the term Asia literacy has been critiqued as “a fundamentally 
static notion of Asia” which overlooked “the vast differences that exist within Asia 
across region, class, gender, religion and politics” (Rizvi, 1997, p. 21). More recently, 
Rizvi (2015) argued that although the narrative of Asia literacy developed in the late 
1980s has prompted Australians to think about Asia, nevertheless, this narrative 
remains “trapped within the theoretical template of an East-West binary. Asia is still 
seen as the East – different and exotic – whilst Australia is assumed to be a proxy for 
the West” (Rizvi, 2015, p. 66).  
Others invoke and critique the neoliberal social imaginary in policy prescription 
that Asia can be conceptualised as a region of opportunity (Pang, 2005) and that Asia 
literacy is presented as “Australia’s solution to this position and key advantage in 
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competition for Asia’s trade and investment” (Salter, 2013, p. 13). As Asia literacy 
and international mindedness are linked with the development of intercultural 
understanding, the following subsection reviews the associated literature commencing 
with a brief exploration of the notion of culture and how culture might be “known” 
and encountered in Australian education. 
2.8.1 Intercultural understanding 
Such are the possibilities of defining culture that M. Smith (2000) referred to it 
as a “slippery, even a chaotic term” (p. 5). A range of theoretical perspectives have 
been employed in the context of fostering knowledge about culture, intercultural 
understanding and Asia literacy in the curriculum (Henderson, 2004). For example, 
culture has been conceptualised as a distinct entity, thus signalling ideas about 
“difference”, while it has also been conceptualised as a basis for commonality. These 
perspectives stem from the traditional school of anthropology which emphasised the 
unity of human kind as well as its diversity (Kessler, 1991), and the Geertzian (Geertz, 
1973, 1983) notion of culture as a collective way of life which is bound and discrete. 
Paige and Stringer (1999, as cited in (Liddicoat, Papademetre, Scarino, & Kohler, 
2003) suggested that learning about culture encompasses acquiring the culture-specific 
and culture-general knowledge, skills and attitudes required for effective 
communication and interaction with individuals from other cultures. They contended 
that this is a “dynamic, developmental, and ongoing process that engages the learner 
cognitively, behaviourally, and affectively” (Paige & Stringer, 1999, as cited in 
Liddicoat et al., 2003, p. 16).  
Similarly, UNESCO described intercultural understanding as a “dynamic 
concept [which] refers to evolving relations between cultural groups” (UNESCO, 
2006, p. 17). Intercultural understanding has also been identified as a “life skill for the 
21st century global citizen” (Asia Education Foundation, 2013, p. 7) and it has been 
embedded in the Australian Curriculum as one of seven general capabilities:  
Intercultural understanding combines personal, interpersonal and social 
knowledge and skills. It involves students learning to value and view critically 
their own cultural perspectives and practices and those of others through their 
interactions with people, texts and contexts across the curriculum.  
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Intercultural understanding encourages students to make connections between 
their own worlds and the worlds of others, to build on shared interests and 
commonalities, and to negotiate or mediate difference. It develops students’ 
abilities to communicate and empathise with others and to analyse 
intercultural experiences critically. It offers opportunities for them to consider 
their own beliefs and attitudes in a new light, and so gain insight into 
themselves and others. (Australian Curriculum Assessment and Reporting 
Authority, 2015, para 3, 4)  
The AEF recommends that approaches to intercultural understanding need to 
“foster a sense of global connectedness and an appreciation for diversity” (Asia 
Education Foundation, 2013, p. 5). This perspective was also reflected in the 2008 
Melbourne Declaration which highlighted the need to “nurture an appreciation and 
respect for social, cultural and religious diversity, and a sense of global citizenship” 
(MCEETYA, 2008, p. 5). Similarly, the Australia in the Asian Century White Paper 
(Australian Government, 2012) endorsed a need for “every Australian student to have 
significant exposure to studies of Asia across the curriculum to increase their cultural 
knowledge” (p. 15). Pan (2013) argued, however, that the White Paper minimises 
Asia’s cultural value to an afterthought in comparison to the economic value. The AEF 
views Asia literacy more holistically, describing it as 
integral to the achievement of educational goals including personal futures, 
interpersonal development, social responsibility, cultural sensitivity, building 
communities, local and global futures, intercultural understanding, moral and 
ethical integrity, spiritual and aesthetic development and the skills of 
communicating, creating, thinking and innovating. (Asia Education 
Foundation, 2010b, para 3) 
In this study, Australia’s response to the increasing significance of the Asia 
region as reflected in education policy prescription (section 2.4) is contextualised at a 
local school level in terms of what the presence of international students from Asia 
meant for social and cultural relations in a school community. However, the notion of 
fostering intercultural relations can be problematic, as Henderson (2004) explained: 
“the ability to understand cultures different from our own is challenging and dependent 
upon our capacity for reciprocity and self-reflection” (p. 5). In its survey of schools, 
the AEF reported a general lack of understanding of Asia and its cultures despite the 
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geo-political and economic potential the region presents for Australia (Asia Education 
Foundation, 2006b; Australian Government, 2012). 
As the development of Asia literacy and intercultural understanding has the 
potential to complement the achievement of international mindedness, it is surprising 
that the study of Asia and its languages has not received more emphasis in international 
schools in Australia. For example, the international education industry embraces the 
notion of developing intercultural understanding, noting that it “enhances and celebrates 
cultural diversity in its exotic and peripheral components” (Cambridge, 2003, p. 57). 
Further, Anderson (2008) claimed it is not simply learning the languages of Asia that 
will make Australia Asia literate, but the development of attitudes and understandings, 
values consistent with international mindedness. Cultural exchanges, as provided by 
international programs, provide a context for this development as they “build greater 
understanding” (Australian Government, 2012, p. 259). 
2.8.2 The status of Asia literacy in Australian education 
Despite the potential strategic, economic and cultural value of Asia literacy, the 
literature reveals a lack of traction in its engagement in Australian education. This 
subsection briefly examines reports into the languages and studies of Asia in 
Australian schools, which highlight low acceptance of Asian languages. These reports 
are then contrasted to the increase in numbers of Asian students in international 
programs.  
The Four Languages, Four Stories: A Report on the Current State of Japanese, 
Indonesian, Korean and Chinese Language Education in Australian Schools (Asia 
Education Foundation, 2010c) summarised 67 reports into language education in 
Australia, listing five shortfalls of Australia’s Asia literacy. These included: (a) a 
shortage of qualified language teachers, (b) a decline in the broad value of language 
learning, (c) insufficient time allocated to languages learning in schools, (d) a lack of 
ability to study languages continuously and sequentially, and (e) a bias against studying 
a language because of the fear in competing against native speakers. While calls for 
“greater cultural understanding and the ability to engage with our regional neighbours 
in their own language … to build a more productive and competitive nation” 
(Department of Education Employment and Workplace Relations, 2010, para. 4) 
continue to be made, the development of Asian engagement is frequently met with 
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ambivalence (Henderson, 2007). This is discussed in the final part of this chapter with 
reference to postcolonial theory. Indeed, the literature reveals a disparity between policy 
priority and action in embracing Asia literacy.  
The disparity between policy and implementation is reflected in Salter’s (2013) 
assertion that the “positioning of Asia literacy has not resulted in a sustainable 
widespread presence of Asia literacy in schools” (p. 20). Further, research by the 
Australian Council for Educational Research (Lo Bianco & Slaughter, 2009) and the 
statistics of current training in Asian languages indicate an ambivalence towards Asia 
literacy. The total of Australian students studying one of the four NALSSP (Asian) 
languages regressed from 18.6% to 5.4% in the 8 years to 2008 (Asia Education 
Foundation, 2010c)11 and by 2008, fewer than 6% of Australian school students 
studied Indonesian, Japanese, Korean or Chinese (Mandarin) in Year 12 (Asia 
Education Foundation, 2012; MCEETYA, 2008). Of those, it is estimated that 70% of 
those studying Chinese and 100% of those studying Korean were native speakers 
(including international students) (Asia Education Foundation, 2010c, p. 4). Fewer 
Year 12 students studied Indonesian in 2009 than in 1972 (Lo Bianco & Slaughter, 
2009).  
The AEF (2012) inquiry into successes and challenges of building demand for 
Asia literacy summarised the current state of language instruction: 
Each of the four languages shares one or more confronting problems. Total 
student numbers studying Japanese and Indonesian are in marked decline; 
enrolment in Korean is small and static; senior secondary levels of Chinese 
are almost exclusively the province of background speakers; and in each of 
the three bigger languages there is a dramatic drop off in the enrolment during 
the secondary years. These are serious, and well-aired problems. (Asia 
Education Foundation, 2012, p. 8) 
There is also a shortfall in the inclusion of Asia across the school curriculum in 
Australia. According to Welch (2009), “while Asia is well represented in the formal 
curriculum ... there is distance to travel before it is represented in what is actually 
studied in the senior years” (para. 1). This was evident in an Australian Council for 
Educational Research commissioned study that analysed the extent to which students 
                                                 
 
11 “No comparative LOTE data has been published since 2008” (Harrington, 2012, November 1). 
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completed subjects with content or focus on Asia, as it identified shortfalls of Asia-
based study in the key areas of English, History, Geography, International Studies and 
Politics, and Art. Using History as an example, and considering that schools select 
units of study (and to a lesser degree students select units of study), “in one state 2% 
of students chose to write about China and only 4% chose India, Japan, Indonesia and 
Australia combined. Germany accounted for 65%” (Wilkinson & Milgate, 2009).  
Wilkinson and Milgate’s (2009) research reflected a disparity between the 
availability of Asian content and stimulation of interest in Asian studies. The research 
revealed minimal evidence of content and focus on Asia, and where it did occur, it 
“has an Australian or western focus” (Wilkinson & Milgate, 2009, p. ii). Wilkinson 
and Milgate’s study also reflected the disparity between government department 
initiatives and the results of implementation in schools, as it found that “very few of 
these subjects are based on content or focus on Asia” (2009, p. ii). As noted earlier, 
the Australian Government’s most recent effort to address the lack of interest in Asian 
studies and languages focused on the NALSSP and allocated $62.4 million over four 
years (2008–09 to 2011–12) for NALSSP (Department of Education Employment and 
Workplace Relations, 2010). This funding enabled the development of 28 Asia 
Learning Centres in strategically located secondary schools and “each centre was 
identified as located in a school of excellence for a particular Asian language” 
(Australian Government, 2012, p. 168). As made explicit later in this study, the case 
school for this research was one of these designated Asia Learning Centres.  
The Statement on Mandatory Languages in Years 6, 7 and 8 by EQ (Queensland 
Government, 2010c), suggested a proactive approach to the inclusion of Asian 
languages. The outcomes of this policy were to be measured by the degree to which 
larger cohorts of students decided to study languages post-Year 9. Despite this 
emphasis in policy, considerable concern continues to be raised about the lack of 
attention in Australian education to teaching about Asia and its languages. According 
to Halse (2013a) “decades of policy initiatives and financial investment have resulted 
in only small-scale progress towards Asia literacy becoming a universally attainable 
school education outcome” (p. 71).  
Such low levels of Asia literacy and minimal numbers of students engaged in 
learning an Asian LOTE are in contrast with the growth in international programs, and 
particularly the engagement of fee-paying programs with students from Asia. For 
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example, in noting the growth in international student enrolments, D’Cruz and Steele 
(2003) observed “between 1983 and 1999, the number of international students in 
Australian higher education increased by 568%” (p. 77). Figure 2.2 (p. 31) reflects 
Queensland’s growth in market share of international students, from 20% in 2011 to 
21% in 2014 (Department of Education and Training, 2015). This increased growth 
has the potential to provide opportunities for schools in the provision of encounters 
with Asian students (Kostogriz, 2013), given that 84.4% of the enrolled international 
school students in Australia in 2014 were from Asia (Department of Education and 
Training, 2015). 
Owen, Ling, Andrew, and Ling (2006) asserted that a change in schooling has 
occurred as a result of international programs: “developments include the 
internationalisation of school systems to encourage students from Asia and elsewhere 
to attend government schools on a fee-paying basis” (p. 2). Of the seven factors they 
refer to as “Emerging Realities of School Governance” in Australian educational 
jurisdictions, one notes the “ ‘internationalisation’ of many schools” (p. 3). The 
literature also indicates the social benefits that result from the inclusion of international 
students in Australian education. D’Cruz and Steele (2003) claimed that the 
“importance of an oral and essentially social mode of communication cannot be 
sufficiently stressed” (p. 78). While valuable for the development of Asia literacy, 
international programs are complementary to rather than replacements for classroom 
learning in the languages and studies of Asia. The AEF’s Strategic Directions report 
(2003) noted that students who are exposed to formal and structured studies of Asia 
“are more knowledgeable about Asia than are students who undertake more informal 
learning activities such as excursions and festivals” (p. 10).  
As noted thus far, international mindedness, intercultural understanding and the 
notion of Asia literacy are contested as they call into question various, often conflicting, 
views about national identity and how knowledge and understanding about others 
outside and within Australia, who are culturally different, can be developed in schools 
through international programs and via the curriculum. Iwabuchi (2015) recently 
conceptualised this challenge as requiring “re-imagining Australia in an inclusive way 
in terms of its mutual engagement with other Asian countries and its own composition 
as a society” (p. xvi). Furthermore, Australia’s demographic mix continues to evolve 
and become increasingly multicultural in response to immigration and the movements 
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of people prompted by globalisation and “super-diversity”. According to Vertovec 
(2007), super-diversity addresses the changes that have occurred to global migration 
during the past 30 years as increasingly diverse movements of people reflect more 
ethnicities, languages and countries of origin and this, in turn, affects where, how and 
with whom people live.  
Learning to deal with a range of cultural perspectives is necessary for social 
cohesion and it is critical that this occurs in schools. Hence, as Jupp (1995) observed 
20 years ago, it might be assumed that Australians are moving away from conventional 
images “of prejudices of the White Australian past as well as the orientations of the 
British imperial past” (p. 217). Yet, as Rizvi (2015) noted, the discourse in much 
contemporary policy prescription does not move beyond the instrumentalism 
embedded in popular discourses of Asia-Australian relations that circulate not only in 
the media but also within government and business policy. This instrumentalism 
positions Asia literacy as a means to pursuing Australia’s ends (Rizvi, 2013) and in 
doing so, reiterates a dualism between Australians and their Asian (international) 
“others”, despite the increasing number of Australians with Asian family origins. Rizvi 
(2015) observed that a crude form of social dualism can be exploited by “right-wing 
ideologues uncomfortable with recent demographic and policy shifts in Australia since 
it embodies a particular politics of difference” (p. 63). In the following section, the 
significance of postcolonial literature in addressing such dualism is explored. 
2.9 THE SIGNIFICANCE OF A POSTCOLONIAL PERSPECTIVE 
Scholarship in postcolonial studies over the past 30 years has problematised 
constructions of dualism and difference in the context of a binary between the East and 
the West which, in turn, stemmed from the history and politics of colonialism 
(Chakrabarty, 2000; Chen, 2010; Spivak, 1985). The term colonialism encapsulates 
the domination of one group of people by another and the means by which the powerful 
group imposes its cultural and social practices to subjugate and control the “other” for 
its own ends. Hall (1992), for example, argues that a discourse of “the West and the 
rest” is one of the key processes in the formation of modernity, creating an identity for 
modern society for both those who employed it and those who were subjected to it. 
However, in response to the decolonisation movements following the end of World 
War II, the processes of self-determination and the effects of globalisation, Asian 
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nations, once viewed as inferior by a dominating West, now find themselves “leaders 
in a new narrative of global capital” (Gikandi, 2005, p. 616). As this section outlines, 
a postcolonial paradigm stimulates detachment from historical narratives and provides 
the potential for critique. Such a critique enables a new centring as the impact of 
globalisation is reflected in new economic relationships and a widening of 
communication opportunities.  
In critiquing colonialism, postcolonialism aims to expose dominant perspectives 
within culture and policy that linger on to create an enduring control. Indeed, Rizvi 
(2007) argued that the “so-called global culture has by and large reproduced the 
colonial structures of inequalities, with the postcolonial elite playing a major role in 
their reproduction” (Rizvi, 2007, p. 261). In emphasising the value of postcolonial 
theory, Rizvi contends that it “points to the inherent dangers in the analyses of 
contemporary cultural practices, which are over determined by global capitalism and 
regard globalisation as historically inevitable” (Rizvi, 2007, p. 262). The literature 
refers to the need to resist the processes of globalisation “from above”, as led by 
neoliberalism and imposing a capitalist logic, to focus on globalisation “from below”, 
which enables citizens and communities to resist forms of inequality (Bhabha, 1995; 
Chakrabarty, 2000; Chen, 2010; Said, 1993; Spivak, 1985). 
Hence, although colonialism has ended, postcolonialism exposes how it persists 
in a different manner and form and is present through various dominant concepts in 
education, and via the discourses that are presumed about a region or undertaking 
(Krishnaswamy & Hawley, 2008). Postcolonialism is also employed to critique 
different manifestations of globalisation as according to Rizvi and Lingard (2010), “it 
can be argued that the contemporary expressions of globalization grew out of a range 
of colonial practices, built upon the patterns of global inequalities produced by colonial 
conquest” (p. 25). Crossley and Tikly (2004) explained postcolonial theory as a 
centring of the ongoing consequence of Europe’s expansion “not only as a means to 
understand the subsequent histories of these parts of the world, but as a defining 
moment in European history and of modernity itself” (p. 147). In broad terms, 
postcolonialism is employed as an analytical framework in a range of disciplines to 
engage with the impact of European imperialism upon world societies (Ashcroft, 
Griffiths, & Tiffin, 2007). For Gandhi (1998) postcolonialism offers a position from 
which to facilitate democratic dialogue between Western and non-Western academics 
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as a way out of the inherited epistemological violence of the colonial encounter. In 
using the term colonialism, postcolonial scholars Guha and Spivak (1988) and 
Krishnaswamy and Hawley (2008) also referred to the ideological containment and 
subjugation that continues through different means, such as, for example, education 
policy.  
In this section, brief reference is made to the complexity of Australia’s colonial 
history and Britain’s domination and shaping of Australia. As Williamson-Fien (1996) 
put it “a postcolonial perspective recognizes the complexities and restagings of history 
within the colonial moment as well as acknowledging the schizophrenia produced by 
the interdiscursivity of the various historical maps” (p. 70). Until recently, Australians’ 
knowledge and beliefs about the world have been influenced by the nation’s complex 
relationship with Britain and the fact that Australia is geographically positioned at a 
distance from the bases of Western culture in Europe and America (Jupp, 1995). The 
retention of a constitutional monarchy and acceptance of British signs and symbols in, 
for example, the Australian flag and anthem reflect the legacy of this colonial past. It 
could be argued that Australia’s history, language, literature and technology indicate 
the dominance of Eurocentric thinking which has permeated practices and values. This 
legacy is also reflected in the acceptance of Eurocentric ideals (Ashcroft et al., 2007) 
which, in turn, continue to influence some aspects of government efforts to reshape 
relations with Asian nations (Singh & Miller, 1995).  
Britain’s settler-invader colonialism of Australia resulted not only in the 
domination of Indigenous Australians, British convicts and settlers (Jupp, 1995) but 
also in colonial education systems being established which secured the reproduction 
of colonial thought (Wilkinson & Milgate, 2009). The Western settler perspective has 
been powerful in shaping the social imaginary and, as Gikandi (2005) observed, 
Eurocentrism and/or Anglocentrism has been typically reinforced through literature. 
Traces of British colonial power and economic authority can be ascertained in 
Australian educational institutions, civil services and legal codes (Spring, 2008). The 
ensuing complexity of associated signs and practices that structure and reproduce 
society stem from these formative colonial relationships, which result in a deeply 
embedded colonial discourse of superiority where “one form of knowledge is 
privileged over another” (Spring, 2008, p. 336). Until recently, this discourse was 
reproduced in Australia’s education system (Singh & Miller, 1995). The shift away 
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from a colonial discourse can be seen in the Melbourne Declaration and in the 
Australian Curriculum’s cross-curriculum priorities of “Aboriginal and Torres Strait 
Islander histories and cultures” and “Asia and Australia’s engagement with Asia” 
(Australian Curriculum Assessment and Reporting Authority, 2016).  
Similarly, it is argued that the domination of international schooling and spread 
of Western forms of schooling, such as the IB program, are reflective of European 
cultural imperialism (Spring, 2008). The growth of IB schooling, and other Western 
franchised forms of international programs and schools, typifies an evangelising of 
“western forms of knowledge/power and of the spread of western, and particularly 
North American, consumer culture” (Crossley & Tikly, 2004, p. 149). The outcome is 
a disciplined duplication of Western forms of education rather than developing deep-
seated understandings of other cultures. The impact of globalisation has seen this type 
of schooling adopted more widely with significant economic implications, including 
“raising the attention of multinational corporations seeking to both provide a haven for 
their staff and gain a market edge over their competitors” (Crossley & Tikly, 2004, p. 
149). What has developed is a form of “colonial education” and Western domination 
in education. It could be argued that this is another form of colonialism, typified by 
propagation of English literature and English language as the mode of instruction. 
Postcolonial theory views Western power as a symptom of Western 
epistemology and pedagogy. Several postcolonial scholars contend that many 
education systems still demonstrate the features of the colonial encounter in that they 
“remain elitist, lack relevance to local realities and are often at variance with 
indigenous knowledge systems, values and beliefs” (Crossley & Tikly, 2004, p. 149). 
While proximity to the markets of Asia provide unique trade opportunities for 
Australia (Harcourt, 2006), a colonial legacy requires self-examination when 
considering the ways in which the education system prepares young people to manage 
intercultural relations in the region. Singh and Miller (1995) argued that postcolonial 
analysis is useful to exploring “new and challenging ways of engaging in critiques of 
cultural studies policies in Australia” (p. 304). Accordingly, the next subsection 
examines some of the significant theoretical positions of Edward Said, then Homi 
Bhabha, amongst others, in order to address the instrumental dualism in efforts to 
implement international programs and to consider the push for and possibilities of 
fostering Asia literacy. 
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2.9.1 Orientalism 
Edward Said’s (1995) notion of Orientalism provides an epistemological 
framework with which to examine some of the assumptions for the policy push for 
Asia literacy. Essentially, Said portrayed the Orient as a conceptual space for the 
location of colonised peoples of Asia and Africa, which was configured in terms of 
what Western colonial powers wanted and desired from it. This “imagined” Orient 
then became the new reality for Western thought. Hence, Orientalism was a Western 
intellectual project that encapsulated what the West wanted from an Oriental “other”. 
Said (1985) explained Orientalism as encompassing several domains: 
Firstly, the changing historical and cultural relationship between Europe and 
Asia …; secondly, the scientific discipline in the West according to which 
beginning in the early 19th century one specialized in the study of various 
Oriental cultures and traditions; and, thirdly, the ideological suppositions, 
images, and fantasies about a currently important and politically urgent region 
of the world called the Orient. (p. 90) 
Thus it can be seen that Said (1993) positioned Orientalism in terms of a Western 
colonial perspective of the East that reflects domination and superiority. This brief 
description suggests that Australia’s desire to engage with Asia and the pursuit of Asia 
literacy in Australian education may have some parallels with Said’s notion of 
Orientalism. Broinowski (1992) referred to Orientalism as a Eurocentric perspective 
of Asian people as “exotic, remote, inferior and subject to (Western) political, military, 
economic, cultural and sexual dominance” (p. 2). It could be argued that embedded 
colonial stereotyped and generalised views shape not only Australia’s perspective of 
Asia, but are also in conflict with attempts to engage with the region. As Rizvi (2013) 
put it: (Ashcroft, Griffiths, & Tiffin, 1998) 
An historically informed account of engagement with Asia must 
acknowledge, for example, that most social practices and institutions in Asia 
are affected by the colonial experience, but re-articulated through expressions 
of national development, as well as the operations of global capitalism. If 
Australian perceptions of Asia are to transcend their colonial legacy, then they 
must abandon the static constructions of Asia. (p. 81)  
Given its potential to disrupt and deconstruct dominant discourses, postcolonial 
theory offers some useful constructs to rethink the conceptual opposition of 
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Australia/Asia and to develop intercultural understanding. Turner’s (1994) assertion 
that “the more one is able to leave one’s cultural home, the more one is able to judge 
it, and the whole world as well, with the spiritual detachment and generosity necessary 
for true vision” (p. 45) is indicative of the usefulness of this approach. However, 
moving forward from the colonial past remains challenging for many Australians. For 
example, parts of Australia’s history reflect racism in attitudes towards the Chinese 
presence during the Gold Rush era of the 1850s, resistance to Chinese immigration in 
the period that followed, the instigation and use of the White Australia policy until the 
1960s (Jupp, 1995), the “Hansonism” of the 1990s (Maley, 2010) and resistance to the 
policy of multiculturalism. The legacy of these episodes remains evident in attitudes 
towards immigration and interaction with Asian nations, which served to split the 
community over issues of race and resulted in “stunting the relationship with Asia” 
(Australian Government, 2012, p. 78). Similarly, Pan (2013) contended that a 
Eurocentric elitist view was still apparent in Australia. Perpetuated by some media 
outlets, such views promote long-held stereotypes which are based on Orientalist fears 
of Asia (Singh & Miller, 1995). Gandhi’s (1998) comment that “multicultural 
celebrations of ‘cultural diversity’ conveniently disguise rather more serious economic 
and political disparities” (p. 136) suggests that revising the narrative involves a deeper 
consideration of the latent racism in such opposition to “others” in Australian society. 
This opposition is described by scholars as oscillating between rampant racism (Koh, 
2013) and a lingering narcissism (Pan, 2013). As Ashcroft, Griffiths and Tiffin (1998)  
put it, “ ‘otherness’ or difference is based on a binary system or opposition which is 
the extreme form of difference possible” (Ashcroft et al., 1998, p. 23). While the 
Australia in the Asian Century White Paper (Australian Government, 2012) attempted 
to shift Australia’s focus towards Asia, Australia continues to “struggle to develop a 
clear position with Asia” (Rizvi, 2013, p. 80). 
Concomitantly, the West has responded to the East’s growth of power with 
increased engagement, consistent with Australia’s push to engage with Asia for 
strategic and economic benefits. This response has moved from the historical forms of 
viewing the Orient as unique and exotic to envisaging it in terms of its “strategic and 
economic importance” (Said, 1995, p. 26). Furthermore, there is considerable interest 
in business and industry “eager all of a sudden to learn the secrets of East Asian 
economic success in ‘Oriental’ philosophies” (Dirlik, 2005, p. 583). The resultant 
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increased engagement facilitated by the growth of globalisation has provided the West 
with greater access to the East, an access beneficial for trade and security. However, 
this instrumentalism also highlights ambivalence where the Orient is an object of both 
desire and derision (Rizvi, 2012). As Pan (2013) put it, “Australia’s excitement about 
the Asian opportunity and its craze for Asia literacy belie its halting self-imagination 
of being part of the region geographically and economically, but not culturally and 
politically” (p. 77). While Australia is geographically positioned as a Western nation 
on the fringe of Asia, it lacks the widespread engagement required to capitalise on the 
economic growth in the region (Harcourt, 2011). This ambivalence reflects the 
problematic nature of Asia literacy, where it is viewed as a solution to Australia’s 
future, but also with an uncertainty to engage relationally, as will be discussed in 
section 2.9.2.  
Moving beyond Eurocentric views and instrumentalist perspectives about the 
countries of Asia is also problematic for curriculum development. As Singh (1995a) 
suggested, “curriculum workers in this field [of Asia literacy] must face the challenges 
born of the tensions of the Orientalist legacy” (p. 613). Consequently, developing Asia 
literacy in curriculum requires rejection of the “idea of a monolithic Asia, by exploring 
the complex issues of nationalism, class struggle, work” (Singh, 1995a, p. 612). This 
development represents a significant shift from colonial representations in an already 
overcrowded curriculum. These tensions embedded in the colonial standpoint are not 
addressed easily, for “allowing space for Asia in the curriculum would threaten 
Australia’s existing identity and power position” (Singh & Miller, 1995).  
The following subsection examines hybridity, Third Space and ambivalence as 
the basis for questioning some of the assumptions for encountering and engaging with 
the international and Asian “other” in Australian education. These are examined in 
sequence.  
2.9.2 Hybridity, Third Space and ambivalence  
Hybridity (Bhabha, 1984, 1990, 1995) 
As a core concept in postcolonial theory, hybridity is useful for questioning and 
problematising the power and authority of imperialist discourses. Homi Bhabha’s (1984, 
1990, 1995) theorising about social marginality is important in highlighting the problem 
of colonial representation in which the denied cultural knowledges of the colonised 
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subject enter the dominant discourse of the coloniser and create a hybrid that is neither 
one nor the other and contests the location of both. Bhabha’s work is concerned with 
how such hybrid, or interrupted cultures/knowledges, move forward and progress as “the 
time for assimilating minorities … has dramatically passed. The very language of 
cultural community needs to be rethought from a postcolonial perspective” (Bhabha, 
1995, p. 175).  
The notion of hybridity can be employed to consider different ways of imagining 
cultural difference and belonging and that individuals are not static beings, but 
changing and evolving as they engage with “others” in a range of ways. In this sense 
hybridity fosters the possibility of an intellectual break from the legacy of the colonial 
past and accompanying rigid notions of national citizenship, and foregrounds a 
reorienting of Australia’s identity. It refers to “the creation of new transcultural forms 
produced by colonisation” (Ashcroft et al., 2007, p. 24). A new outlook, or re-
narrativisation, involves reconceptualising Australia’s colonial past “not as a sub-plot 
of some ‘grander’ (European) narrative, but as a violent event central to the developing 
new relationships of globalization and global capitalism” (Crossley & Tikly, 2004, p. 
148). Indeed Ang (2003) argued that in order to “understand cultural globalisation 
today … the presence of hybridisation … need[s] to be at the centre of our attention, 
because it highlights exchanges, crossings, and mutual entanglements, it necessarily 
implies a softening of the boundaries between ‘peoples’ ” (p. 147).  
In the context of the present study, the notion of hybridity provides insights into 
the ways in which individuals can break away from those powerful colonial values that 
continue to impact upon Australian culture and society, including the education system 
via current education policy documents. Said’s (1993) statement that “partly because 
of empire, all cultures are involved in one another; none is single and pure, all are 
hybrid, heterogenous, extraordinarily differentiated, and unmonolithic” (p. xxix) cast 
some light on the processes of change over time due to intercultural engagement. As 
Young (1995) highlighted, the engagement of different cultures results in change to 
the status quo as “hybridity makes difference into sameness, and sameness into 
difference, but in a way that makes the same no longer the same, and the different no 
longer simply different” (p. 26).  
Education policy solutions in a hybridised state call for “blended” (Luke, 2005) 
solutions as teachers and students interact from different social and cultural worlds “to 
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constitute interactional spaces that are intertextually complex, interactionally dynamic, 
locally situated accomplishments” (Kamberelis, 2001, p. 86). As the construct of 
hybridity from a postcolonial theoretical perspective can be applied to understanding 
of diversity within varying levels of learning environments (Gutiérrez, Baquedano‐
López, & Tejeda, 1999), it is a useful construct for analysing the cultural facets of 
education policy and its implementation. 
Third Space 
Bhabha (1995) also identified the concept of Third Space as a tool to make sense 
of cultural hybridity, for it “makes the structure of meaning and reference an 
ambivalent process, [and] destroys … [the] mirror of representation in which cultural 
knowledge is customarily revealed as an integrated, open, expanding code” (p. 37). 
Mojé et al. (2004) define the idea of a Third Space as  
the integration of knowledges and discourses drawn from different spaces 
[which allow] the construction of a “third space” that merges the “first space” 
of people’s home, community, and peer networks with the “second space” of 
the discourses they encounter in more formalized institutions such as work, 
school, and church. (p. 41) 
In this sense, the Third Space is fundamentally relational and encompasses the range 
of possibilities where individuals and groups form and re-form relationships in an 
increasingly interconnected way. Consequently, schools have an integral role to the 
explanation of Third Space as a “zone of development” (Gutiérrez et al., 1999, p. 286). 
With specific reference to Australian studies of Asia, Hassim (2015) referred to 
the Third Space as “a (real or imagined) space where people of diverse cultural 
backgrounds can explore where and how their cultures intersect” (p. 20). Hybridity 
moves past engagement and interaction with the “other” to the development of cultural 
understanding. The value of Third Space for this study is that it “provides a conceptual 
framework for Asia learning that is intercultural in nature” (Hassim, 2015, p. 20). The 
Third Space draws on intercultural experiences to potentially transform the individual 
through making sense of experiences.  
The notion of Third Space also provides a conceptual framework to examine 
stereotypes, resistance and bias towards the “other”, potentially deepening interaction. 
While this framework provides potential to make sense of daily interactions, it also 
“creates situations of discomfort, which are ideal conditions for exploring 
 Chapter 3: Literature Review and Theoretical Framework 65
interculturality and its implications for people-people relationships as well as 
transforming thinking and behaviour with respect to cultural diversity” (Hassim, 2015, 
p. 30). This is particularly relevant in a study where the inclusion of Asian international 
students in the site school presents a case of interaction and engagement with the Asian 
“other”. As Gutiérrez et al. (1999) identified, “the construct of the Third Space has been 
productive in helping us understand the complexity of learning environments and their 
transformative potential” (p. 287).  
Accordingly, the concept of the Third Space is an important instrument in 
making sense of cultural assimilation processes where participants can potentially 
move from observer to experiencer (Lo Bianco, Liddicoat, & Crozet, 1999). A related 
concept useful for analysing the Third Space as a zone of potential engagement comes 
from the work of Australian scholar Martin Nakata (Nakata, 2008, 2010; Nakata, 
Nakata, Keech, & Bolt, 2012) with reference to the meaning of Indigenous knowledges 
in the Western academy. Nakata, a scholar of Torres Strait Islander and Japanese 
heritage, theorised about the ways in which specific sites of contact are contested 
spaces where different cultures meet at a “cultural interface”. Participating in the 
cultural interface involves a process of asking critical questions and re-thinking 
assumptions, which has the potential to enable positive dialogue and meaningful 
engagement.  
Ambivalence 
In postcolonial discourse theory, Homi Bhabha (1984) employed ambivalence 
to encapsulate the uncertain and ambiguous ways in which the colonised and coloniser 
view each other as a complex mix of attraction and repulsion. When applied to a 
particular instance the theoretical construct of ambivalence is useful in identifying the 
positive and negative effects of the mixing of peoples and cultures. Hence an 
individual can experience ambivalence in terms of fluctuating and opposing emotions 
and attitudes towards the “other”. Singh (1995b) described ambivalence as a method 
which “explores the uncomfortable, contradictory relations in Orientalism, asking, for 
instance, how Orientalist discourse made it possible to hold affection and disgust for 
the same ‘object’ simultaneously” (p. 605). Young (1995) has suggested that the 
construct of ambivalence is Bhabha’s way of challenging imperial discourses. The 
periphery, which is regarded as “the borderline, the marginal, the unclassifiable, the 
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doubtful” by the centre, responds by constituting the centre as an “equivocal, 
indefinite, indeterminate ambivalence” (p. 161).  
Ambivalence is related to hybridity in that it decentres authority from its position 
of power. In this sense, ambivalence provides an impetus for change in regional 
relationships as it “disturbs the simple relationship between coloniser and colonised” 
(Ashcroft et al., 2007, p. 10). A postcolonial re-narrativisation is required that will 
displace “the ‘story’ of capitalist modernity from its European centring” (Hall, 1996, 
as cited in Crossley & Tikly, 2004, p. 148), notably in the context of contemporary 
globalisation. Hence traditional frameworks are challenged through “changing 
geopolitical relations, the intensification of globalization and advances in information 
and communications technologies” (Crossley & Tikly, 2004, p. 147). In the context of 
hybridity and ambivalence, Weinmann (2015) argued that Australians need to 
“conceptualise Asia and community as simultaneously distant and ‘here’, local and 
global, both product and producer of globalisation discourses, representative of social 
and individual cultural and personal identities that are both grounded and fluid” (p. 
187). Kostogriz (2013) argued that this requires a relational approach which “demands 
openness to the ‘other’ and a more ethical way of recognising differences” (Kostogriz, 
2013, p. 80) as a framework for moving beyond colonial discourses and managing 
ambivalence towards the Asian “other” in a developing region (Rizvi, 2013). 
2.10 CHAPTER SUMMARY 
This chapter has reviewed the literature relevant to international programs and 
efforts to pursue intercultural understanding, international mindedness and Asia literacy. 
First, it examined the significance of globalisation and neoliberalism as contexts for 
internationalisation. The literature revealed that the impact of complex forces of 
globalisation have provided fertile conditions for the growth of international education, 
which is now the third largest industry in Australia. Specific to the region in which this 
study is situated, 65% (Department of Education and Training, 2015) of international 
students in Queensland schools are from the Asia region. A neoliberal social imaginary 
was discussed in this chapter as significant in informing policy prescription for 
Australia’s engagement with the Asia region. This was followed by a review of the 
literature on education policy-making and policy implementation, which highlighted the 
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epistemological challenges associated with knowing the international “other”, and Asian 
“other”, in Australian schooling through international programs.  
The literature on intercultural understanding and Asia literacy was briefly 
addressed prior to a discussion of the importance of Australia’s colonial legacy for 
such educational pursuits. In the final part of the chapter, several theoretical constructs 
deemed significant for the present study were examined from postcolonial theory. 
Applying the conceptual frameworks of Orientalism, hybridity, Third Space and 
ambivalence provides the opportunity to problematise some of the colonial 
underpinnings and assumptions about Australia’s engagement with the Asia region 
and educational pursuits to embed international programs in schools. The next chapter 
addresses the study’s research design and method. 
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Chapter 3: Research Design 
This chapter restates the purpose of the current study and discusses why a 
qualitative approach to the research inquiry was selected (section 3.1), before outlining 
the methodological approach employed (section 3.2). The research paradigm for this 
research inquiry draws from neo-Deweyan curriculum inquiry approaches that reflect 
eclectic derivations from more than one paradigm (Dewey, 1933). Following Schubert 
(2008), this variation of a realist approach that focuses on the nature of what is 
experienced during a period of educational change informs the methodological 
approach. In epistemological terms, the emphasis is on practical and experiential 
knowing (Lincoln, 2001, p. 170) and understanding how different individuals in the 
same context may experience and interpret things differently. This philosophical 
position is also indicative of a constructivist approach to research, for it aims to 
investigate the “views, values, beliefs, feelings, assumptions and ideologies of 
individuals” (Creswell, 2012, p. 439). As a participant researcher in this study, my 
personal epistemology is aligned with constructivist approaches and this is elaborated 
further with reference to data analysis later in this chapter. 
Chapter 3 also provides justification of case study methodology, enriched by 
researcher reflection, as the approach selected to investigate the major research 
question and focus questions. Section 3.3 examines the research design, which is 
somewhat eclectic as it draws upon several complementary methods to gather, 
interpret, analyse and triangulate data. These methods are explained in section 3.4 and 
include: semi-structured interviews that aim to elicit a collection of perspectives and 
insights from the participants who agreed to be part of the research; my reflections as 
a participant researcher; and a document analysis of significant policies. Data analysis 
methods are outlined in section 3.5 and the chapter concludes with a discussion of 
ethical issues and the limitations of the research in section 3.6. 
3.1 A QUALITATIVE APPROACH 
The aim of this case study was to investigate the possible intersection of two 
contemporary phenomena prompted by globalisation, as they were localised in one 
Queensland school at three key time frames across a seven-year period. The first 
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phenomenon was concerned with the implementation of international programs in the 
form of fee-paying students who were predominantly from the countries of Asia 
enrolling in Australian schools. The second phenomenon was concerned with the push 
to develop Asia literacy in schools in response to Australian curriculum imperatives 
aimed at preparing students for engagement with the nations of the Asia region. The 
study was informed by the research question: 
In what ways have international programs and approaches to Asia-literate school 
education been implemented in one Queensland school?  
In order to answer this research question, the following focus questions were 
employed: 
 In what ways can international education be conceptualised and how is it 
embedded in official Queensland policy documents for schools? 
 In what ways can Asia literacy be conceptualised and what are the 
challenges to achieving it in Queensland schools? 
 How might the experiences of one Queensland state school enrich 
international schooling agendas through Asia literacy? 
A qualitative approach seeking answers to these questions was adopted for two 
broad reasons. First, the approach was suited to providing thick descriptions as a 
phenomenon was captured in its context. Second, it provided for flexibility in 
methodology and accommodated several approaches to data collection and analysis. 
The following section expands this rationale and explains the selection of a qualitative 
approach. 
According to Denzin and Lincoln (2000), qualitative researchers “study things 
in their natural settings, attempting to make sense of, or to interpret phenomena in 
terms of the meanings people bring to them” (p. 3). This description encapsulated the 
research approach to investigating the phenomena described above. Moreover, as 
educational research can involve a systematic inquiry into “educational problems, 
issues and topics” (Gay & Airasian, 2003, p. 3), a qualitative approach also aligned 
with my positioning as the participant researcher, located within the research site, 
namely a P–12 school where approaches to develop international programs were 
implemented over a period of seven years. 
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Consequently, a qualitative approach was adopted in order to understand the 
manifestation of such phenomena at this site. This understanding was sought in various 
ways, one of which was through the lens of those participants who were involved in 
international programs in the school at various stages during the seven-year period. A 
qualitative approach also provided the opportunity to capture individuals’ points of 
view by facilitating participants’ perspectives of the phenomena through “detailed 
interviewing and observation” (Denzin & Lincoln, 2000, p. 10). Further, a qualitative 
approach provided the potential for insight into the various processes associated with 
these phenomena as they were manifested in the school’s organisation. This was 
investigated by seeking the perspectives of key stakeholders as they responded to 
official national and state education department policy agendas that governed the 
implementation of international programs.  
As this study also examined the link between official policy agendas and the 
phenomena, it needed to consider the “effects of policy rather than … policy 
intentions” (Taylor, 1997, p. 24). These effects were examined within the multifaceted 
nature of a school environment, described by Ball, Maguire, Braun, and Hoskins 
(2011a) as “classically complex, single systems made up of multiple interacting parts” 
(p. 637). A qualitative approach provided the opportunity to analyse state education 
and local school contributions to the phenomena’s development, while concurrently 
examining “the importance of exploring the linkages between the various levels of 
policy process with an emphasis on highlighting power relations” (Taylor, 1997, p. 
32). As noted, my observations and perceptions as a participant researcher could also 
be captured within the qualitative approach through researcher reflection in the form 
of a series of journal entries. 
3.2 METHODOLOGY 
This section provides a rationale for the employment of case study methodology 
for the investigation. As Freebody (2003) observed, case study method is a form of 
research that focuses on “one particular instance of educational experience” and 
attempts to gain “theoretical and professional insights from a full documentation of 
that instance” (p. 81). In uncovering complex and situated issues, a case study, 
therefore, can draw valid and reliable conclusions only about that particular instance, 
in that particular context. It does not, as other research methods might attempt, offer 
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generalised or universal conclusions. Whilst two key authors in the field of case study 
design, Robert Yin and Robert Stake, work within different philosophical positions, 
this study draws from Yin’s (2009) focus on systematic data collection and adopts 
Stake’s (1995) more holistic approach to case study research in order to construct a 
clearer understanding of what occurred at the site school.  
This approach to case study method allowed for an in-depth analysis of the 
impact of the phenomena on the school, in terms of the policy environment for 
managing change. Yin (2009) identified two general analytic strategies for this process 
which, in turn, informed the approach for this inquiry. First, a “case description” is 
conducted where analysis is “organised on the basis of description of the 
characteristics and relations of the phenomenon” (p. 1). Second, case study can also 
be categorised with reference to chronological features of causation and change, hence 
analysis is informed by questions that seek answers to relations and processes as they 
change over time. 
With reference to Stake (1995), as case study method enables the “study of the 
particularity and complexity of a single case, coming to understand its activity within 
important circumstances” (p. 11), it was relevant to researching the complex changes in 
my workplace. Case study method provided a tool for understanding the phenomenon 
of development of international programs at the school and it also enabled opportunities 
to understand other associated changes impacting upon the school such as efforts to deal 
with reduced government funding. Stake’s (1995) description of qualitative case study 
as “highly personal research” and where researchers are “encouraged to include their 
own personal perspectives in the interpretation” (p. 135) was  also reflective of the 
research approach adopted in this study. As outlined, my own involvement in the case 
and development of international programs provided the potential for rich descriptions. 
Stake (1995) further recommended the distinctiveness of this approach in stating “the 
way the case and the researcher interact is presumed unique and not necessarily 
reproducible for other cases and researchers” (p. 135); hence this approach was suitable 
for this research project. Furthermore, this study is an intrinsic case study (Stake, 2005) 
as it focuses on gaining a better understanding of the case as a whole and is not concerned 
with theory building but with the intrinsic interest in the case itself.  
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3.2.1 The case and site of the study 
The case for investigation centred on the ways in which my assigned school at 
the time, Green Valley State College in suburban Brisbane, responded to policy 
initiatives for the development of international programs and embedding Asia-literate 
approaches in the curriculum. In particular, the research focus was on how this was 
managed and implemented at three significant stages over a period of seven years. 
Green Valley State College is a lower middle class government P–12 school that was 
amalgamated from a traditional primary–secondary model in 2002. Prior to its 
amalgamation, the school’s demographic was largely monocultural and staff, students 
and the broader school community had limited encounters with students from Asia. 
The combination of ongoing departmental change, inclusion of international programs 
and attempts to foster Asia literacy, along with the impact of the amalgamation, 
resulted in a period of significant change in the school.  
As these changes to the school’s operations unfolded, they prompted the school 
administration to appoint specialist staff and to manage and implement new programs 
and associated activities. As a Head of Department, I was charged with leading, 
developing and managing the two different forms of international programs and I 
sought to develop Asia-literate approaches in the school. A case study approach 
provided me with a suitable strategy for understanding such “complex social 
phenomena” (Lincoln, 2001, p. 2) and to “generate an in-depth understanding of a 
specific topic” (Simons, 2009, p. 21), and it also accommodated my positioning as a 
participant researcher. Yin (2009) noted that such researcher positioning leads to 
sharper and more meaningful interview questions and protocols. However, it must be 
noted that my role as participant researcher presented significant limitations which 
have been managed during the course of this study and are explained later in this 
chapter (section 3.6.2).  
3.2.2 Incorporating researcher reflection in the case study method 
As the participant researcher, I was involved in leading the process described 
above in my workplace. Given that I was immersed in the site and context for the 
study, I also had unique opportunities to observe and reflect upon interactions with 
staff and students and school decision-making processes. Researcher reflection is a 
qualitative research method that enables the researcher to draw on observation and 
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autobiography; it is increasingly recognised as a broad strategy of choice where the 
researcher is “the real protagonist or witness of the events he [sic] recounts” (Beverley, 
2000, p. 555). In this sense, researcher reflection in a journal form accommodated my 
unique position of being a “native” in the research context. Ellis and Bochner (2003) 
endorsed this advantage, claiming the researcher as native acquires “an intimate 
familiarity with the group, or achieving full membership in the group being studied” 
(p. 209). This acquired intimacy provides the opportunity to explore nuances and 
subtle actions unseen using other research methods. It also provides opportunity to 
reflect on decision-making processes and as Ellis and Bochner (2003) noted, “on the 
moral and ethical choices we face as human beings who live in an uncertain and 
changing world” (p. 227). For these reasons, I adopted researcher reflection as a 
method to capture reflections about my personal and professional observations and 
experiences at the site school.  
In employing my researcher reflections, I was also mindful of criticism of this 
as a research method in terms of claims that it lacks rigor and for its rejection of more 
traditional analytical goals such as abstraction. In selecting this research method, I 
drew from Ellis and Bochner’s (2003) foregrounding of the robustness of the multi-
lens focus; it allows researchers to focus: 
outward on social and cultural aspects of their personal experience; then they 
look inward, exposing a vulnerable self that is moved by and may move 
through, refract, and resist cultural interpretations. (p. 209) 
The researcher reflection approach was also selected as it complemented the 
other methods of data collection in the case study. As noted, this case study centred on 
a large school undergoing rapid policy, curriculum, demographic and cultural changes, 
so it was significant that I considered “principled, disciplined choices about” how I 
could aim to “understand and write about the social world” (Coffey & Atkinson, 1996) 
I was both participating in and researching. Simon’s (2009) observation that qualitative 
methods provide the potential to “understand the case in relation to a theory or theories 
of culture” (p. 22) is insightful in supporting this approach, since this study is 
concerned with the inclusion of international programs in a single state school.  
The next section overviews the data collection techniques, procedure and 
timeline of the research. 
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3.3 RESEARCH PROCEDURE 
The research procedure involved three complementary data collection 
techniques, with data collected across 2011 and 2012 to explore what had occurred at 
three significant periods of time across seven years at the case school. 
3.3.1 Data collection techniques 
Three complementary data collection techniques were applied to investigate and 
answer the focus questions for this study. First, semi-structured interviews (Freebody, 
2003) were conducted with those participants from the school, and two other 
participants associated with the school, who agreed to be part of the research. An 
interpretivist position guided the development of the semi-structured questions and 
allowed for iterative responses via broad open-ended questions, so that participants 
had the opportunity to provide longer narrative accounts. Given my positioning as a 
participant researcher, an external interviewer was employed to mitigate against issues 
of conflict of interest, power and bias.  
Second, as the researcher participant in the case, I adopted several reflective 
methods, such as drawing from my own reflective journal and recording detailed 
observations (Boud, 2001; Schön, 1983). The third technique focused on primary 
source analysis. This involved the identification and analysis of three sets of significant 
policy documents and interpretations of them as they were reflected in the case 
school’s Annual Reports and Annual Operational Plans. The combination of these 
approaches provided the potential to enhance policy analysis as official documents for 
international programs and for the development of Asia literacy were traced through 
to policy recipients (Ball, 1993).  
Each of the three data collection methods is described in more detail in section 
3.4. The next subsection provides an overview of the procedure and timelines for the 
data collection.  
3.3.2 Data collection procedure and timelines 
This subsection details procedures and timelines for collecting and recording 
data. This includes a timeline of the different research approaches, details on the 
engagement of the external interviewer, the order in which approaches were executed 
and procedures for recording data. Table 3.1 provides an overview of the research 
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procedure timelines in tabular form. The semi-structured interviews were conducted 
in two phases. As I was still employed at Green Valley State College when data 
gathering commenced, I employed an external interviewer, whom I carefully briefed, 
to conduct the first phase of semi-structured interviews with nine participants from the 
case school, two of whom were interviewed together. The Principal of the school was 
one of the nine participants interviewed, hence in total eight semi-structured interviews 
(n=8) were conducted during this phase. In the second phase, I conducted a follow-up 
interview with the Principal of the case school and I also conducted a semi-structured 
interview with the Principal of a neighbouring school that had also implemented 
international programs. At the time of the Phase 2 interviews (n=2), both principals 
were retired. I also completed the reflective journal across two stages. The first stage 
was completed before the semi-structured interviews and the second was completed 
after reading transcripts of these interviews. The process of compiling the reflective 
journal is discussed further in section 3.4.2. 
The Phase 1 interviews were conducted during November and December of 
2011. Phase 2 interviews were conducted in May 2012. Participants were provided 
with background material for the research, including the purpose of the study. 
Definitions of international programs and Asia literacy, as conceptualised by this 
study, were also provided. A copy of the semi-structured interview questions, 
including background material and definitions, is included in Appendix A. Appendix 
B provides an overview of timelines for the research period, significant policy and case 
school documents, and roles of participants interviewed for the case study in a tabular 
form.  
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Table 3.1 
Timeline for Data Collection, Analysis, Reporting and Writing 
 2011  2012 
 Jun–Sept Oct–Dec  Jan–Apr May–Jun Jul–Sept Oct–Dec 
Complete ethical clearances        
Selection process for external 
interviewer 
       
Confirm involvement of 
narrative participants 
       
Conduct semi-structured 
interviews  
       
Transcription of semi-
structured interviews 
       
Compile reflective journal        
Gather documents for 
document search and analysis 
       
Analysis of document search        
Data analysis        
 
3.3.3 Time periods for the research 
The research for the present study explored what was occurring at three 
significant periods of time across seven years at Green Valley State College. Each 
period was identified as significant for the acceleration and/or intensification of 
international programs and the pursuit of Asia literacy. Hence, the following time 
frames were chosen to inform the research questions detailed in section 3.1: 
 Period 1: During the 2004 school year when international study tours 
commenced. 
 Period 2: From November 2007 to February 2008 when 100 international 
High School Preparation (HSP) students were enrolled and international 
programs were experiencing significant growth. During this time the 
International Department was allocated office space and classrooms in the 
Phase 1 Phase 2 
First 
reflection 
Phase 1 Phase 2 
Second 
reflection 
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school, the HSP Director of Studies (DoS)12 was appointed at Head of 
Department (HoD) level, and a workplace reform was conducted to change 
my position to a HoD level. 
 Period 3: From December 2009 to May 2010, when the College was 
appointed as an Asia Learning Centre, and responded to a Ministerial 
request from Education Queensland for the mandatory teaching of 
Languages Other than English (LOTE) to Year 6, 7 and 8 students in all 
state schools.  
Given these time spans, interviews were based on participant reflections, not 
present time.  This context is elaborated further in limitations (section 3.6.2).  
Following from this overview of the research data collection techniques, procedure 
and timelines, the next section provides more detail about the semi-structured 
interviews, researcher reflections and document analysis. 
3.4 DATA COLLECTION METHODS 
This section explains the data collection techniques in more detail. The 
procedure for conducting semi-structured interviews, including the engagement of an 
external interviewer, is explained in section 3.4.1. Section 3.4.2 explains the process 
for recording my reflections in a journal about the implementation of international 
programs at Green Valley State College at the three significant time spans within the 
research period from 2004 to 2010. The selection of policy documents and processes 
of analysis are explained in section 3.4.3. 
3.4.1 Semi-structured interviews and open-ended questions 
As described in section 3.3.2, two phases of semi-structured interviews were 
designed for the present study to explore what was occurring at three significant 
periods of time across seven years at Green Valley State College (see Appendix A). 
The first phase included eight interviews which were conducted by an external 
interviewer during November and December, 2011. In this phase, the participants 
included the case school Principal, four teachers, two administrative staff and two past 
                                                 
 
12 DoS: A Director of Studies is the academic manager of the HSP program.  
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students who were interviewed together. During the second phase of semi-structured 
interviews in May 2012, I held follow-up interviews with the Principal of Green Valley 
State College and with the Principal of a nearby school in the same district who had 
demonstrated leadership in implementing international programs. This Principal had 
been significant in establishing a mechanism for those principals who were managing 
international programs in state schools to form a lobby group or alliance. This 
interview was conducted to elicit further understandings of the ways in which state 
schools in the same district were responding to the growth of international programs. 
As both principals had now retired, I considered the potential for conflict of interest 
was no longer significant; hence, I conducted both Phase 2 interviews in order to 
explore further the findings that emerged from the Phase 1 interviews conducted by 
the external interviewer I employed. 
As the research was concerned with collecting and examining different 
standpoints, interviews were audio-recorded to capture the lived experience of the 
participants. Freebody (2003) described the semi-structured format as commencing 
“with a predetermined set of questions, but allowing some latitude in the breadth of 
relevance” and suggested that “to some extent, what is taken to be relevant to the 
interviewee is pursued” (p. 133). Accordingly, the first part of each interview with 
individual participants was semi-structured. The protocol for the study’s questions 
guiding this process was informed by the research and focus questions (section 3.1). 
In the second part of each interview, the open-ended questions were designed to be 
more iterative and to facilitate narrative descriptions and “equalise the relationship 
between interviewer and interviewee” (Simons, 2009, p. 44). This open-ended 
narrative approach lent itself to effectively harnessing participants’ reflections. As 
Denzin (1997) noted, “this style seeks its own version of authenticity by invoking the 
spoken speech of real, ordinary people in real situations” (p. 224).  
As detailed in section 3.6.2, the engagement of an external interviewer increased 
the potential for free and frank responses from participants and provided some assurance 
against researcher bias. Based on a recommendation from one of my supervisors for this 
study, I employed an experienced qualitative researcher who had a Doctor of Philosophy 
qualification as well as experience teaching in schools to conduct the Phase 1 interviews. 
However, given that I wanted the role of the interviewer to be like an “unobtrusive 
camera” (Denzin, 1997, p. 224) and to prompt open-ended responses of the participants 
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to share their narrative accounts, it was essential that I adequately briefed the external 
interviewer I employed and that I emphasised the need for sensitivity to be applied with 
consideration of participant needs. Accordingly, I met with the external interviewer 
before and after each interview to prepare, debrief and gain feedback on the semi-
structured interview process.  
The inclusion of open-ended questions in the latter phase of each interview 
provided participants with a space for reflections and detailed narrative accounts of the 
changes they experienced and observed (Ellis, 2004; Ellis & Bochner, 2000). As I was 
cognisant of the potential problem of a participant’s inability to recall events over the 
identified time periods, it must be noted that the preamble in the information package 
I prepared and provided to the external interviewer was designed to enhance 
recollection of the events of specific periods. Furthermore, the inclusion of 
recollections during the semi-structured interviews was intended to address Stake’s 
(1995) concern about the potential of biographical approaches to be stereotypical, by 
providing alternative insights. Stake (1995) supported biographical approaches, 
claiming they “recognise that life occurs against changing times, that it is beset with 
problems, that it has patterns and phases, that it has uniqueness, yet holds much in 
common with the lives around it” (p. 97). Semi-structured interviews were transcribed 
word for word by a professional transcriber and were then returned to each participant 
for member checking. Interpretation and analysis of different sources and emergent 
standpoints also provided greater potential for the triangulation of data, as discussed 
in section 3.6.2.  
The collection of semi-structured interviews complemented the researcher 
reflective approach described later in this section, in that such narratives had the 
potential to provide a range of insights into the impact of the phenomena of 
international programs and efforts to embed Asia literacy in the school. According to 
Ellis and Bochner (2003), such narratives involve the collecting of stories that “create 
the effect of reality, showing characters embedded in the complexities of lived 
moments of struggle, resisting the intrusions of chaos, disconnection, fragmentation, 
marginalization, and incoherence” (p. 227). Denzin (1997) reminds us that narrative 
accounts are also “reflexive, messy texts” (p. 224) which are reflective of the nature 
of complex phenomena they attempt to describe. In this study, it was anticipated that 
semi-structured interviews would reflect such “messiness”, as participants had the 
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opportunity to recall their perceptions and provide detailed accounts in response to the 
open-ended questions as well as more specific questions posed during semi-structured 
interviews. Data collected via such approaches were interpreted and analysed to 
identify emergent themes and sub-themes and were cross-referenced and corroborated 
with document analysis and the researcher reflective journal, as described in section 
3.5 The process for identifying and selecting the participants for this study is outlined 
below.  
Selection of participants  
Participants for this study were identified on the basis of their perceived 
significance to the educational, financial and social fabric of the school (Simons, 2009) 
during a period of change prompted by the implementation of international programs. 
As the development of international programs and efforts to develop Asia literacy in 
the case school occurred over a seven-year time frame and across a diverse range of 
activities, careful selection was required. Hence, participants were purposively 
selected and invited to participate on the basis of their involvement with the 
administration, and/or participation and delivery of international programs and/or 
curricula and extra-curricular activities which aimed to foster intercultural 
understanding and Asia literacy in the site school.  
In Phase 1, eleven (n=11) individuals with diverse roles within the school were 
approached on the assumption that at least six would be willing to be interviewed. 
These participants were identified according to their different roles and perspectives 
of experience at a time of significant growth in international programs at the school 
and each individual was a stakeholder with particular roles and responsibilities within 
the school. No current students formed part of this group, however two past (domestic) 
students who actively participated in various school initiatives associated with Green 
Valley State College’s international programs were approached and they indicated that 
they preferred to be interviewed together (n=2). It was anticipated that rich and varying 
perspectives would be elicited from this range of participants and nine (n=9) of the 
eleven potential interviewees responded positively, to make the total number of 
participants ten (n=10).   
A second round of interviews was conducted with two retired principals (n=2). 
The first of these, the Principal of the case school (P1), was interviewed during Phase 
1, and had since retired from Education Queensland (EQ) between the first and second 
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interview phases of the study. During the second interview, questions were framed 
with reference to this Principal’s perceptions of the ways in which staff members under 
his leadership responded to changes in the school prompted by the implementation of 
international programs. Further semi-structured interview questions were framed to 
ascertain his perceptions of the development of international programs in the wider 
EQ context, particularly with reference to an alliance of schools, identified in the study 
by the pseudonym Rainbow Valley International Schools Alliance (RVISA)13, which 
included the case school. Section 4.3 outlines the structure of RVISA.  The second 
Principal (P2) had been the Principal of a school conducting international programs 
and had served as Chair of RVISA. The following table lists the participants 
interviewed and a brief description of their role. 
Table 3.2 
Participants Interviewed  
Participant Explanation of role 
P1 The Principal of Green Valley State College 
P2 
The Principal of another local government school. This school also had 
international programs. The Principal was involved in governance of a group of 
principals leading schools with international programs, including P1. 
P3 Middle School teacher 
P4 and P5 Past students. These participants requested to be interviewed together. 
P6 
International Administrator (responsible for administrative duties within the 
International Department at the case school) 
P7 Homestay Coordinator 
P8 Former DoS of the HSP centre and Japanese teacher 
P9 Senior School teacher 
P10 Senior School teacher and International Form teacher 
Note. DoS = Director of Studies; HSP = High School Preparation. 
Appendix B provides further background on the roles of the interviewed 
participants across the three research periods (2004 to 2010) of the case study.  
                                                 
 
13 RVISA is a group of state school principals from a close geographic area with international 
programs. They meet regularly to discuss international issues. The chair of this group reports to EQI 
along with other regional chairs.  
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3.4.2 Researcher reflection journal entries 
As noted in section 3.2.2, a process of gathering researcher reflections was 
included in the research design to accommodate my role as participant researcher in 
this research inquiry. First, it allowed opportunities for reflection upon the impact of 
significant events through selected periods of change in my workplace. Second, it 
allowed for my exploration of a range of aspects of the school culture during this period 
of change. Ellis and Bochner (2003) suggested this approach enables the researcher to 
“display multiple layers of consciousness, connecting the personal to the cultural” (p. 
209). Roth (2005) supported this view and posited that researcher reflections provide 
“genres that blend ethnographic interests with life writing and tell about a culture at 
the same time it tells about a life” (p. 4).  
Furthermore, researcher reflections are useful for analysing a culture at a point 
in time and facilitate attempts to make sense of the range of emotions and sentiments 
behind them. As Boud (2001) noted with specific reference to the process of writing a 
reflective journal, whilst the process of reflection following events has been discussed 
in education literature for many years, it is important to emphasise that this is not 
simply a process of thinking. Rather, it also involves “feelings, emotions and decision-
making” which requires three elements, namely, “return to experience, attending to 
feelings and re-evaluation of experience” (p. 4).  
As participant researcher, I recognised it was critical that I not just capture those 
recent changes in my workplace, but also reflect upon my own journey in this process. 
This included reflecting on school documents and policies that I worked with during the 
time.  Consequently, at various stages in my journal entries I applied to myself the 
interview questions I had devised for the external interviewer to ask of participants 
during the Phase 1 semi-structured interviews, and I wrote some strategic reflections in 
response to these in my journal. Ellis and Bochner (2003) referred to the nuances 
involved in capturing such personal sentiments by claiming that researcher reflections 
aim “to produce this sense of continuity, by retelling and restorying the events of one’s 
life” (p. 220). Cognisant that care is required to avoid a “romantic construction of self” 
(Ellis & Bochner, 2003, p. 219), my researcher reflections were systematically recorded 
in a journal (Boud, 2001; Boud, Keogh, & Walker, 1985)  and during analysis of key 
data extracts were compared with those narrative accounts collected from participants. 
 Chapter 3: Research Design 83
Researcher reflections also allowed for an emic, or insider, account of the developments 
in the school at a social and cultural level (Wall, 2006).  
The researcher reflections were written in a journal form across 2011 and 2012 
in two rounds. In the first round, written in the latter half of 2011, I used the same 
interview questions as those supplied to the interview participants as a stimulus for my 
journal writing. That is, my researcher reflections focused on three significant time 
frames across 2004 to 2010. The first reflections were completed prior to Phase 1 of 
interviews. Upon completion of the recalling of the events of 2004 to 2010, I also 
reviewed any available correspondence and documentation that was developed across 
this time period. A review of this documentation was used to further stimulate my 
memory of events. The second round of journal reflections were written in July and 
August, 2012, after reading the participant transcripts. The participant transcripts 
proved a valuable stimulus to recall events involved with the development of 
international programs between 2004 and 2010.  
3.4.3 Document search and analysis 
As document analysis provided a rich source of data relating to the activities 
concerning the case (Olson, 2010), a document search was conducted to identify key 
policy and administrative documents that had the potential to influence the phenomena 
at the case school. A range of Commonwealth, state and local school documents was 
reviewed. The documents reviewed included strategic plans and policy directives that 
reflected the development of Asia literacy and international programs. Only publicly 
available documents were considered, consistent with ethical clearance protocols:  
 the Melbourne Declaration on Educational Goals for Young Australians 
(referred to as the Melbourne Declaration) (MCEETYA, 2008);  
 Queensland Department of Education (DET) Strategic Plans from 2003 to 
2010 (Queensland Government, 2003, 2004, 2005, 2006, 2007, 2008, 2009, 
2010b, 2011); and  
 Green Valley State College School Annual Operational Plans (SAOPs) and 
School Annual Reports (SARs) from 2006 to 2010 (Green Valley State 
College, 2006a, 2006b, 2007, 2008a, 2008b, 2009, 2010).  
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These documents were gathered to provide evidence of ways in which policy 
requirements had been implemented and adapted in the school where the case study 
was conducted. As Stake (1995) suggested, “documents serve as substitutes for records 
of activity that the researcher could not observe directly” (p. 68). Analysis of such 
documents enabled me to develop an understanding of the organisational culture and 
those values underlying them. Furthermore, as Altheide and Johnson (2011) stated, 
“qualitative document analysis is effective where the emphasis is on the discovery and 
description, including searching for contexts, underlying meanings, patterns and 
processes” (p. 592). The document analysis drew on Braun and Clarke’s (2006) phases 
of thematic analysis and served to generate understandings about the underlying 
context and meanings attributed to international programs and the push for Asia 
literacy in school curricula. The three sets of documents were selected for their 
relevance to the study’s inquiry.  
The DET Strategic Plans formed the centrepiece of the document search. The 
analysis and comparison of DET Strategic Plans to Green Valley State College SAOPs 
and SARs provided the potential for insight into the alignment of their shared core 
values. The Strategic Plans provide insight into the school’s priorities for the coming 
period, while the Annual Report provides information on the performance of the 
school over the past year.  The DET Strategic Plans from 2003 to 2010 were selected 
as they provided “the framework to deliver on the department’s key priorities” 
(Queensland Government, 2010a, p. 6). As Ball (1993) commented, state policy 
“establishes the location and timing of the contest, its subject matter and the rules of 
the game” (p. 14). The 2003 DET Strategic Plan was included as a document for 
analysis for its potential to influence the case school’s SAOPs and SARs for 2004.  
As noted, the most recent statement on goals for schooling in Australia, the 
Melbourne Declaration (MCEETYA, 2008) was also included for document analysis. 
Agreed to by Australian Education Ministers in 2008, this document established the 
broad direction for education in light of the impact of globalisation. Notably, the 
Declaration committed Australian governments to “support all young Australians to 
become active and informed citizens” who “are able to relate to and communicate 
across cultures, especially the cultures and countries of Asia” (MCEETYA, 2008, p. 
9). Furthermore, the Declaration informed the development of the Australian 
Curriculum, hence the research traced the impact of the Declaration through both state 
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and local school level documents, as it was revealed in annual reports to 2010. As the 
Declaration was officially endorsed in December 2008, it was also within the time 
frame for this study (2004 to 2010). With reference to policy analysis, Ball et al. 
(2011b) refer to two linked approaches. The first occurs through the development of 
“the heuristic tools of interpretation and translation” (p. 625) whilst the second is 
enacted “by attempting to identify different sorts of roles, actions and engagements 
embedded in the processes of interpretation and translation” (p. 625). Accordingly, 
this study examined the interpretation and translation of the Melbourne Declaration to 
subsequent levels of education hierarchy in Queensland over a broad time frame.  
The final sets of documents in this analysis were the Green Valley State College 
SARs from 2006 to 2010 and SAOPs from 2006 and 200814. These publicly available 
documents reflected the school’s major priorities, and planning for international 
programs and Asian literacy at one point in time. The 2010 SAR noted that it provided 
“families and the broader community with a snap shot of the achievements of the 
College over the past year, and the plans for future improvement into 2011” (Green 
Valley State College, 2010, p. 1). Further, an examination of the SARs and SAOPs 
provided the opportunity to examine change over time, and cross-reference key 
emphases in DET Strategic Plans with what was interpreted at the school level in 
individual narratives recorded in the semi-formal interviews and researcher reflections 
(Chapters 4 and 5).  
Table 3.3 
Time Comparison of the Three Sets of Research Documents 
Year Melbourne Declaration DET Strategic Plans 
Green Valley State College 
SAOPs and SARs 
2003    
2004    
2005    
2006    
2007    
2008    
2009    
2010    
                                                 
 
14 The 2007 SAOP was not available on the case school website. No SARs or SAOPs for the case 
school were publicly available prior to 2006. 
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Note. DET = Department of Education and Training; SAOPs = School Annual Operational Plans; 
SAR = School Annual Reports. 
 
As this study had a particular focus on the phenomena at one school, the response 
of the Principal at Green Valley State College to EQ’s policy agenda was significant. 
Ball (1993) referred to the significance of the role of the Principal in directing 
implementation at the school level, warning that “confusion begets confusion” (p. 12) 
but also noting that “there may often be key mediators of policy in any setting who are 
relied upon by others to relate policy to context or to gatekeep; e.g. headteachers” (p. 
12). The analysis of the case school SARs and SAOPs, all of which were developed 
and signed off by the Principal, provided the opportunity to search for connections 
between what was actually happening in the school as it implemented international 
programs and what was emphasised at the departmental level as detailed in official 
policy documentation. Hence, document analysis provided opportunities to generate 
understandings about the policy cycle and school-based decision-making. 
3.5 DATA ANALYSIS 
Analysis of data is critical in the qualitative research process (Leech & 
Onwuegbuzie, 2007) and involves a “systematic search for meaning” (Hatch, 2001, p. 
148). According to Simons (2009), interpretation and analysis are pivotal to the 
interrogation of data and involve distinct processes. In this study, interpretation can be 
defined as the process through which I developed an intuitive grasp of data via 
continual reflective engagement and thinking. Interpretation is defined as “the 
understanding and insights you derive from a more holistic, intuitive grasp of the data 
and the insights they reveal” (Simons, 2009, p. 117). Analysis involves a more formal 
process of engagement with data. Simons (2009) described analysis as “the formal 
inductive process of breaking down data into segments or data sets that can be 
categorised, ordered and examined for connections, patterns and propositions that seek 
to explain the data” (p. 117).  
With this distinction in mind, during the first phase of data analysis, 
interpretation occurred as I continually wrestled with the three sets of data whilst 
analysis involved the processes of coding, deciphering possible categories, mapping 
concepts and the generation of themes. At this stage, the table in Appendix B proved 
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helpful to contextualise the roles and relationships between participants, my own role 
in the case school, significant events at Green Valley State College and the timing of 
key documents. Moreover, interpretation and analysis occurred concurrently as all data 
were coded “without trying to fit it into a pre-existing coding frame, or the researcher’s 
analytic preconceptions” (Braun & Clarke, 2006, p. 78). Data were then collated and 
categorised as my interpretation and understanding of the processes shaping the 
implementation of international programs in the school developed.  
In the second phase of data analysis thematic coding was used to identify the 
constituent parts of the data within a constant comparative approach. Such inductive 
thematic coding was then informed by the research questions and the literature review 
and was guided by the processes identified by Braun and Clarke (2006). Accordingly, 
all data collected for this case study were organised and categorised as follows.  
Each recorded semi-structured interview, including the extended narrative 
component, was professionally transcribed into a word document, returned to 
participants for member checking and then carefully interpreted and analysed. Code 
words or phrases were assigned to describe the meaning of a text segment. Once the 
detailed codification was completed, I scrutinised the data to identify “descriptions and 
broad themes” (Creswell, 2012, p. 237) so as to divide the text into more specific 
themes. Key and recurring themes were identified (Creswell, 2012, p. 245), as detailed 
above. Two levels of analysis took place, in broad terms, following Creswell’s (2007) 
classification of “ordinary themes, unexpected themes, hard to classify themes and 
major and minor themes” (p. 243). Similarly, both inductive and deductive data 
analysis processes (Braun & Clarke, 2006) were applied to analyse the documents and 
to compile researcher reflections in journal entries. This combined approach was 
consistent with Fereday and Muir-Cochrane’s (2006) approach to combining data 
analysis techniques.  
During the next phase, deductive analysis was applied to the three sets of 
documents. First, the documents were analysed for reference to international programs 
and Asia literacy. The term international programs was defined in section 2.5 as efforts 
to foster education that were internationalist in intent (Roberts, 2003). In the current 
study, Asia literacy was defined in section 2.7 as the development of knowledge and 
understanding that fosters cultural understanding or the capacity to achieve 
intercultural competence (Milner, 2009) about the nations of Asia. Consequently, 
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references in the three sets of documents to cultural (and intercultural) understanding 
were also of interest. Second, the documents were analysed for their influence on lower 
levels of governance; for example, DET Strategic Plans provided insights into key 
policy priorities at specific points in time. These priorities had the potential to be 
influenced by documents such as the Melbourne Declaration. Similarly, the case 
school’s SARs and SAOPs provided an indication of a local response to the DET 
Strategic Plans. 
The final phase of data analysis was recursive and combined inductive and 
deductive approaches. Thematic analysis determined selected quotes and emergent 
themes in the data with links to the research questions, and the conceptual framework 
informed by policy analysis and postcolonialism, as discussed in Chapter 2. From the 
literature review on globalised education policy agendas (Rizvi & Lingard, 2010), 
selected constructs from postcolonial theory (Crossley & Tikly, 2004) which 
addressed the legacy of Eurocentrism (Henderson, 2008a) were employed. In 
particular the notion of hybridity (Bhabha, 1995) and the possibility of an emerging 
Third Space and ambivalence during intercultural relations (Gandhi, 1998; Milner, 
2009) informed analysis to produce a scholarly account. This approach follows Yin’s 
(2009) recommendation that the researcher rely on “theoretical propositions” (p. 130) 
to shape data collection and focus on specific aspects of it. Similarly, analysis of 
official policy documents at the systemic level involved codification and the 
identification of themes.  
3.5.1 Validity 
It was critical to establish the validity of the study in terms of the selection of 
research methods and veracity of the study’s conclusions. In qualitative, interpretative 
research, validity is based on a “judgement of the trustworthiness or goodness of a 
piece of research” (Angen, 2000, p. 387). Eight validation strategies have been 
identified by Creswell (2007) for this purpose. These include prolonged engagement 
and persistent observation in the field, triangulation, peer review, negative case 
analysis, clarifying researcher bias, member checking, rich thick description, and 
external audits. Creswell (2007) recommended that at least two of these strategies be 
used by qualitative researchers. Of Creswell’s (2007) eight strategies, I used three 
strategies to ensure validity: member checking, triangulation and clarifying researcher 
bias through researcher reflexivity.  
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As noted earlier, member checking occurred after each semi-structured interview 
was transcribed. Transcripts were returned to participants for their verification in terms 
of the accuracy of the transcript and to ensure their credibility and validity. 
Triangulation, a process that seeks points of intersection and corroboration from a 
range of different sources, was employed to clarify meaning and inferences (Creswell, 
2007; Stake, 2005). Both external and internal validity were used to ensure the 
credibility of analysis. The use of “rival” or alternative explanations amongst the 
participants also provided the potential for comparison for consistency of narratives 
and the triangulation of data (Yin, 2012, p. 78). This occurred between myself and the 
participants, as well as among the participants during the semi-structured interviews.  
With reference to document analysis, the SARs provided an account of internal 
case school activities across the period of this research. Discrepancies and 
inconsistencies between narratives and the SARs were also examined. The second 
round of interviews with the case school Principal (then retired) provided the 
opportunity for clarification and further verification of data. Further, the inclusion of 
P2, as the Principal of a neighbouring state school who had been integrally involved 
in international program governance with EQI during the course of the research period, 
provided a supplementary source of validation.  
The third strategy for addressing validity in the present study was researcher 
reflexivity. Given my positioning as a participant researcher it was important that I 
was mindful of the influence of my beliefs, actions and potential biases and how such 
assumptions and perceptions influenced my approach to the research. Reflexivity is an 
active process that requires researchers to be mindful of their values and assumptions 
and how this impacts on the research process. This was particularly significant given 
that this study involved a long period of data collection (over seven years) and occurred 
in a site where I had a leadership role over international programs at the case school. I 
was, as Simons (2009) put it, “an inescapable part of the situation” (p. 81) I was 
studying. Whilst I attempted to follow Peshkin’s (1988) caveat that researchers should 
actively seek out their subjectivity during the research process, it took some time for 
me to fully appreciate the degree to which some of my initial assumptions were 
challenged during data analysis. In this regard, the research process was very powerful 
in terms of identifying my subjectivity in the case study I was conducting (Simons, 
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2009) and I uncovered three subjective selves. These were a confident, instrumental 
self; an insecure student self; and a reflective educator self.  
At the beginning of the research process, the confident, instrumental self was 
dominant. During this early phase prior to commencing the process of applying for 
ethical clearance, I assumed that international programs were effectively integrated 
into Green Valley State College and that some efforts to secure Asia literacy in the 
school’s curriculum had commenced. However, as I was writing the ethical clearance 
application and following its approval, I was mindful of the conceptual framing I had 
developed by engaging in the literature and related theory. This new knowledge and 
understanding prompted me to challenge my assumptions about the phenomena I 
sought to research and this critical self-reflection (Roulston et al., 2008) marked a 
turning point in my research journey. I developed an insecure student self upon 
realising that a deeper level of knowledge about the nature of intercultural 
understanding and Asia literacy was required if I was to investigate how international 
programs were implemented across the seven-year period I was focusing on in my 
research. Throughout the data gathering and analysis phase, a more nuanced reflective 
educator self emerged as I became more mindful of the complexity and diverse views 
that this period of change had promoted in the school. Accordingly, my journal entries 
became an increasingly important data source from which to analyse this journey from 
a confident, instrumental self to a reflective educator self. Further, the notion of the 
three subjective selves proved valuable as I was able to revisit earlier assumptions as 
the reflective educator self evolved.  
3.6 ETHICS AND LIMITATIONS  
Ethical issues in qualitative research require researchers to respect human 
dignity and behave with integrity at all times in order to minimise the risk of possible 
harm to the participants who have agreed to participate in the study (Bloomberg & 
Volpe, 2012). A core principle informing ethical research protocols is that participants 
are not placed at risk of harm during the research process. Concomitantly, informed 
consent is a “central concept in ethical research practice and is one of the key principles 
underpinning professional guidelines for social sciences” (Wiles, 2013, p. 25).  
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The following subsections explain the ethical considerations and limitations of 
the research approach.  
3.6.1 Issues of ethics 
The nature of the case study semi-structured interview approach is that the 
volunteer informants become participants in the research. Christians (2000) defined 
informed consent as ensuring “subjects have the right to be informed about the nature 
and consequences of experiments in which they are involved” (p. 138). To this end, 
participants were appropriately informed in writing of the conditions and format of the 
semi-structured interviews. This included both the purpose and nature of the research, 
the content of the interview and the method. Participants were advised that the research 
aimed to contribute to the fulfilment of a qualification, whilst also contributing to a 
deeper understanding about the ways in which international programs and efforts to 
secure Asia literacy unfolded at Green Valley State College. The privacy of 
participants was ensured by keeping to the research schedule and avoiding questions 
that were not linked to the research inquiry. In terms of the content, the research focus 
on three identified periods of time and the proposed interview questions were made 
explicit in the invitation to participate in the research (provided in Appendix A). In 
terms of the interview approach, the subjects were contacted through the external 
interviewer, who advised of the expected duration of the interview and the open-ended 
question approach which would provide them with opportunities to elaborate and add 
their own comments and additional reflections.  
There were no perceived risks to the subjects as appropriate safeguards were put 
in place. However, as the case concerned a relatively small P–12 state school and, by 
nature of the descriptions taking place, there was some potential for individuals to 
assume they could be identified through making connections, every effort was made 
to ensure the privacy and well-being of the participants. Participants were reminded of 
the voluntary nature of their involvement, advised of processes developed in order to 
protect them and informed that they could withdraw any time from the project.  
It was made clear to all participants that they would be protected against 
deception in the completed study and that transcripts and research reports would be 
available for their scrutiny and critique. Participants were also advised that the 
researcher would guard against ambiguity and attempt to be accurate and clear. Third, 
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in order to protect each subject’s anonymity, pseudonyms were used. Fourth, all 
collected data, including transcripts, were locked in a secure drive at the Queensland 
University of Technology for a period of five years. Fifth, participants were informed 
that their refusal to participate in the study would not compromise their 
role/employment at the case school and they could withdraw at any time without 
penalty. Participants were provided with the opportunity to reflect on the findings and 
make their own observation as to their veracity or otherwise as they deemed 
appropriate.  
Level 1 ethical clearance was granted by the Queensland University of 
Technology, consistent with the QUT Code of Conduct for Research Policy D/2.6. As 
ethical clearance was also granted by the Principal of the case school, it was not 
necessary to go to EQ head office as all subjects were either employed by the case 
school or not employed at other EQ centres. Two past students who agreed to 
participate were over the age of consent and no longer governed by EQ protocols. 
3.6.2 Limitations 
The limitations of this research are linked to the method adopted and take five 
forms: researcher bias, the effect of power relations, smallness of sample and the fact 
that generalisations cannot be generated from the case study. Each of these limitations 
will be discussed in turn. The first limitation relates to the fact that I was a participant 
researcher in this study. Thus, whilst my “insider” status provided me with insights 
and access to the participants in the case study, this had the potential to limit my critical 
perspective. As noted, I came to the research inquiry with assumptions that were 
challenged during the research process and researcher reflexivity helped to negate this 
process during the data analysis phase. It was anticipated the reflections made in my 
journal could prompt deeper considerations and wider perspectives would be sought 
via the triangulation of data.  
Second, issues concerning power relations required consideration given my 
position as Head of Department of International and College Development at Green 
Valley State College at the time of the interviews. The use of an external interviewer 
and employment of precautions, as detailed in sections 3.4.1 and 3.6.1, increased the 
potential for free and frank responses from participants. However, it is also noted that 
an external interviewer may miss opportunities to pose further questions and deeper 
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explorations as this individual might not understand the nuances of a participant’s 
comments and reflections. Regular debriefing with the external interviewer was aimed 
at addressing this limitation.  
Third, the small data sample from ten (n=10) participants is acknowledged. 
Triangulation across the sets of data was employed to ensure comparability. Fourth, 
interviews were based on participant reflections, not present time. Present time 
experiences have potential to act as a filter for participant reflections.  The use of open 
ended questions enables the analysis to explore the influence of time passed since 
2010.  Fifth, with reference to generalisations, whilst naturalistic generalisations allow 
the reader of the case study to be in a position to make their own judgements about 
whether the understandings reported in the case study can be applied to other cases 
they are conducting, Stake (1995) provided a significant caveat by contending that “the 
real business of case study is particularization not generalization” (p. 8). Hence, whilst 
the study’s limited potential for generalisation is acknowledged, it is not considered to 
be especially significant.  
3.7 CHAPTER SUMMARY 
This chapter has described the individual research elements that formed a 
framework which guided the research program. Details were provided about the 
methodological approach employed and why a qualitative approach to this research 
inquiry was selected. The chapter established the case study approach and made 
explicit that the researcher is also a participant in the study. The chapter detailed the 
use of researcher reflection in a journal form, the collection of narratives through semi-
structured interviews and open-ended questions, and document analysis. This chapter 
also explained how the data were analysed and interpreted, together with details of the 
study’s time frame, limitations and ethical considerations. The following chapters, 
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Chapter 4: Analysis and Critique of Documents and 
Interviews 
Chapters 4 and 5 provide an analysis of data collected from a document analysis, 
semi-structured interviews and researcher reflections. The two chapters are separated 
according to the ways in which international programs were implemented at Green 
Valley State College, which emerged from an analysis of data. Chapter 4 reflects 
implementation processes from above, whilst Chapter 5 explores insights from 
bottom-up responses in the form of past student, teacher and administration staff 
narratives. 
This chapter analyses data from significant national and state policy documents 
and two semi-structured interviews to shed light on the ways international programs 
and Asia literacy were implemented in one school and the neoliberal market agendas 
that emerged. This chapter addresses the key research question in this study: In what 
ways have international programs and approaches to Asia-literate school education 
been implemented in one Queensland school? National and state policy documents are 
analysed in sections 4.1 and 4.2 by examining the ways in which these policies 
informed the Green Valley State College School Annual Reports (SAR)s and School 
Annual Operational Plans (SAOPs). This is followed by the presentation and analysis 
of findings from semi-structured interviews with two principals (P1 and P2) in section 
4.3. These two principals were included in Chapter 4 because of their leadership role 
and, consequently, their position in policy trajectory between the state government and 
the local school. The remaining participants’ semi-structured interviews and the 
researcher reflections are analysed in Chapter 5. The Chapter 4 summary and 
conclusion is presented in section 4.4.  
As this chapter reveals, neoliberal globalisation processes from above and below 
were identified in the findings. Processes from above were identified in DET and EQI 
corporate approaches to international programs. Processes from below were identified 
in the engagement with international students in the case school. An analysis of the 
data also revealed a range of benefits which arose from Green Valley State College’s 
engagement with international programs.  
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4.1 POLICY DOCUMENTS 
As described in Chapter 3, two sets of publicly available national and state policy 
documents were analysed for the present study’s investigation. These were the 
Melbourne Declaration (MCEETYA, 2008) and DET Strategic Plans from 2003 to 
2010 (Queensland Government, 2003, 2004, 2005, 2006, 2007, 2008, 2009, 2010b). 
These documents were specifically selected in order to examine the somewhat 
differing policy trajectories of Commonwealth and state governments on the 
development of international programs and Asia literacy in education. This approach 
was informed by Ball’s (1993) notion of policy trajectory as “a cross-sectional rather 
than a single level analysis by tracing policy formulation, struggle and response from 
within the state itself through to the various recipients of policy” (p. 16). The focus on 
this policy trajectory allowed the study to examine the influence of globalisation and 
neoliberal discourses on different levels of education policy development, and through 
this policy, investigate the degree to which policy prescription influenced the school-
based policies and processes at the case school site. 
Both inductive and deductive data analysis processes (Braun & Clarke, 2006) 
were applied to interpret and analyse the documents. Following a process of coding 
and identifying emerging themes, deductive methods of analysis were then applied to 
ascertain which themes were consistent with the literature on globalisation and 
neoliberalism in education policy-making. Furthermore, deductive analysis was 
applied to identify which emerging themes aligned with key terms such as international 
programs, Asia literacy and associated terminology related to intercultural 
understanding. This section also examines incremental changes between annual 
strategic plans in relation to the aforementioned themes and terms.  
4.1.1 The Melbourne Declaration 
As noted in Chapters 1 and 2, the Melbourne Declaration acknowledged that 
“global integration and international mobility have increased rapidly in the past 
decade” (MCEETYA, 2008, p. 4) creating complex globalised issues which require a 
response in national education policy. In this most recent declaration on national goals 
for Australian education, five significant global challenges were identified 
(MCEETYA, 2008, p. 4). Of these five, two are relevant to this study. The first referred 
to the increase in transnational activity in creating opportunities and the need to foster 
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global citizenship through a respect for cultural and religious diversity (MCEETYA, 
2008, p. 4). The second challenge noted the growing influence of countries in the Asia 
region and the need for Asia-literate young Australians to engage in “strong 
relationships with Asia” (MCEETYA, 2008, p. 4). The Melbourne Declaration 
committed Australian governments to work collaboratively with school sectors to 
achieve these challenges (MCEETYA, 2008, p. 8). Significantly, the Melbourne 
Declaration’s focus on developing “active and informed citizens” also included the 
specific objective to “support young Australians to . . . be able to relate to and 
communicate across cultures, especially the cultures and countries of Asia” 
(MCEETYA, 2008, p. 9). The emphasis on communicating across cultures in the 
region was further highlighted by the inclusion of Asian language study in its 
recommendation for priority learning areas. The emphasis on cultural capacity 
building in the national goals for schooling in Australia indicated the ways in which 
the processes of globalisation continue to shape the knowledge economy.  
A critical reading of the thematic emphases in the Melbourne Declaration 
indicates the rationale for teaching and learning about Asia in Australian schools was 
based on national economic benefit. Such neoliberal and instrumentalist views of Asia 
are consistent with literature review findings (Halse, 2013a; Pan, 2013; Rizvi, 2012, 
2013) that Asia literacy has been discursively positioned in terms of privileging 
economic and strategic benefits for the nation. In this context the Melbourne 
Declaration also recognised the need for Australia to develop a competitive edge in 
response to processes of globalisation. It emphasised that “new and exciting 
opportunities for Australians are emerging. This heightens the need to nurture an 
appreciation of and respect for social, cultural and religious diversity, and a sense of 
global citizenship” (MCEETYA, 2008, p. 4). Further, the countries of the Asia region 
were presented as unrealised opportunities: “India, China and other Asian nations are 
growing and their influence on the world is increasing” (MCEETYA, 2008, p. 4). The 
state policy directives that flowed from the Melbourne Declaration were themselves 
impacted by processes of globalisation, neoliberalism and a market economy. In this 
context, the development of Asia literacy policies within schools is identified as a 
strategy to realise such opportunities, for as the Declaration noted, schools “play a vital 
role in promoting and ensuring the nation’s ongoing economic prosperity and social 
cohesion” (MCEETYA, 2008, p. 4).  
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Another discourse in the Melbourne Declaration encompassed past and 
imagined futures. This was foregrounded in the emphasis that Australian education 
needed to be mindful of the nation’s heritage and identity in enabling young 
Australians to respond to economic and strategic regional opportunities created by 
globalising processes. Specifically, it aimed to produce “active and informed citizens 
who appreciate Australia’s social, cultural, linguistic and religious diversity, and have 
an understanding of Australia’s system of government, history and culture” 
(MCEETYA, 2008, p. 9). Hence, there were references to Australia’s colonial past, 
and to its multicultural and changing demographic present. 
Further, the Melbourne Declaration acknowledged the need for Australian 
education to “nurture . . . a sense of global citizenship” (MCEETYA, 2008, p. 4). In 
this vein, “schooling should also support the development of skills in areas such as 
social interaction” (MCEETYA, 2008, p. 5) and it should contribute to “a socially 
cohesive society that respects and appreciates cultural, social and religious diversity” 
(MCEETYA, 2008, p. 7). The focus on appreciating cultural diversity represents an 
attempt to manage diversity and emphasise equal opportunity. By doing so, the 
Declaration aligned itself with the nation’s agenda of fostering a globally oriented, 
multicultural society. Such emphases also recognised that traditional colonial mindsets 
about engagement with Asia region were not conducive to the national interest in an 
increasingly globalised world. The Melbourne Declaration’s emphasis on “improving 
educational outcomes for all young Australians as central to the nation’s social and 
economic prosperity” (MCEETYA, 2008, p. 7) indicated the degree to which 
education was placed within a neo-liberal social imaginary and positioned as critical 
for national capacity building. Aligned with this was the Melbourne Declaration’s 
trajectory in its positioning of education goals and outcomes for Australian education 
across local, national, region and global contexts. 
As noted in Chapter 1, under the Australian Constitution (Australian 
Government, 2016), the responsibility for schooling rests with the states and territories. 
As a document that required agreement from Commonwealth, state and territory 
ministers, and education department and sector chief bureaucrats, the Melbourne 
Declaration had no choice but to position itself as a policy settlement between the 
interests of these different levels of government. Hence, as a creature of this context, 
the Melbourne Declaration dutifully emphasised the importance of collaboration 
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between Commonwealth and state/territory education policy-makers in effecting 
change. Indeed, it reiterated the cooperative nature of the agreement for securing a 
national policy focus in the national interest: 
As signatories to the Melbourne Declaration, Australian Education Ministers 
seek to achieve the highest possible level of collaboration with the 
government, Catholic and independent school sectors and across and between 
all levels of government. Australian Education Ministers also seek to achieve 
new levels of engagement with all stakeholders in the education of young 
Australians. (MCEETYA, 2008, p. 5) 
This collaborative approach to securing national education policy outcomes 
across Commonwealth and state governments through school sectors is examined as 
follows with reference to state school policy directives in Queensland.  
4.1.2 Queensland Department of Education Strategic Plans 2003 to 2010 
Under DET’s governance processes, strategic plans were developed to establish 
policy priorities for four-year periods. For the purpose of this research, the eight DET 
Strategic Plans which covered the research period were examined using inductive and 
then deductive analysis. Following inductive analysis to identify key themes that 
emerged from the data, deductive analysis was conducted to ascertain the degree to 
which these themes aligned with terms such as international programs, Asia literacy 
and intercultural understanding. Deductive analysis was also conducted to search for 
alignment with the themes of colonisation and globalisation. This formed the basis for 
analysis.  
From 2003 to 2010, the management of education in Queensland was overseen 
through a succession of government departments, each of which had been reshaped 
and renamed as a result of government restructuring processes. Appendix C details the 
configurations of those successive departments responsible for management of EQ 
during this period. The analysis of DET Strategic Plans from 2003 to 2010 revealed a 
consistent corporate reference aligned with a neoliberal social imaginary to developing 
international programs. The analysis of the strategic plans is discussed under the 
headings of Market forces, Regulatory functions, and Culture.  
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Market forces 
As discussed below, an ongoing emphasis in the DET Strategic Plans on market 
forces reflected the push to secure a knowledge economy in response to the processes 
of globalisation and indicated a desire for EQ to gain market share through the selling 
of international education programs offered in Queensland state schools. A specific 
entity, trading on behalf of the Queensland Department of Education, called Education 
Queensland International (EQI) was established and charged with developing and 
promoting programs for international students who wanted to study at a Queensland 
Government school. Hence, international programs were consistently framed as a 
service mechanism to secure fee-paying international students for EQ through 
educational services locally and internationally. This market-driven focus on 
internationalisation contrasted with efforts to foster international mindedness and 
intercultural understanding in some international schools (Tudball, 2009). This section 
also examines the policy impact of the Melbourne Declaration for DET Strategic Plans 
from 2009.  
A neoliberal discourse pervaded the strategic plans from 2003 to 2010 as 
exemplified in the following discussion. The 2003 DET Strategic Plan detailed the key 
challenge of “ensuring Queensland is positioned to participate fully in a global 
education environment” (Queensland Government, 2003, p. 6). There was reference 
to the increasing opportunities for domestic students through globalisation and the 
need to “build young people’s capacity to interact with other people and cultures both 
here and overseas” (Queensland Government, 2003, p. 6). The 2008 DET Strategic 
Plan (Queensland Government, 2008) was indicative of neoliberal approaches to 
policy development as it emphasised the effects of globalisation and the influences of 
international events in framing its objectives for “driving economic prosperity” (p. 1), 
“growing the economy” (p. 2) and “driving productivity” (p. 2). This suggested that 
global agendas, as well as a neoliberal social imaginary, were powerful in shaping the 
policy response of EQ during the research period. Hursh and Henderson (2011) 
identified such approaches as neoliberal where learning is valued in terms of its 
contribution to economic growth. More broadly, Salter (2013) suggested this 
economic discourse was indicative of the dominance of globalisation which 
emphasised “instrumental values of competition and economic choice” (p. 8).  
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Analysis of the annual DET Strategic Plans revealed an organisation focused on 
securing fiscal benefits through education programs and services. References to 
international programs were consistently framed through a neoliberal discourse with a 
focus on market and export-driven approaches. By contrast, there were minimal 
indications of the potential of international programs to be linked with the social or 
educational dimensions of education policy. The performance indicators listed in the 
2003 Strategic Plan (Queensland Government, 2003) referred to the number of schools 
participating in international programs, the number of fee-paying international students 
enrolled, client satisfaction rates, turnover and profit margins. The indicators reflected 
an emphasis on business outcomes rather than on the nature or quality of education being 
delivered.  
This focus on market forces was also evident in subsequent strategic plans. In 
the 2005 DET Strategic Plan, increasing international competition for international 
students was listed as a key challenge. This plan made clear “the Department of 
Education and the Arts is responsible for building export performance in the state 
schools sector” (Queensland Government, 2005, p. 10) and that the goal of the 
Queensland Education and Training Export Board was to double the value of 
Queensland education exports in five years (Queensland Government, 2005, p. 11). 
Hence, the projected growth of international education over the next decade was 
envisaged in terms of its potential economic benefit rather than conceptualised in terms 
of a broader educational value.  
The emphasis on a market agenda was also identified in the 2007 DET Strategic 
Plan (Queensland Government, 2007), which noted a function to “develop and lead 
the delivery of a departmental strategy for international engagement and business in 
the education and training sectors” (p. 5). Increasing educational exports was also the 
aim of the 2008 DET Strategic Plan together with the development of “international 
partnerships that support economic, cultural and social outcomes for Queensland” 
(Queensland Government, 2008, p. 7). As this section outlines, the strategic plans 
framed social outcomes within a neoliberal market agenda to gain export value. For 
example, the 2008 Strategic Plan noted the value of EQ’s international profile for 
gaining market share by stating “Queensland’s strong relationships and reputation for 
excellence will underpin our growing market in international education” (Queensland 
Government, 2008, p. 5). Such positioning of international education in this discourse 
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highlights its neoliberal framing and suggests that it was a valuable contribution to the 
state’s productivity. 
DET’s economic, rather than educational, conceptualisation of international 
programs was also evident from the departmental restructuring processes. In the 2006 
DET Strategic Plan, international programs were removed from the section of DET 
responsible for state provision of education services (i.e., EQ), and included in a 
separate section called “International, Non-State and Higher Education Services” (see 
Appendix C). This reallocation of international programs outside the auspices of EQ 
reflected a government coming to terms with the processes of globalisation and a 
government business operating a service within the private sector. Whilst the strategic 
plans from 2003 to 2010 made some reference to cultural development within the 
context of international programs, this was also framed through a neoliberal discourse.  
The 2003 DET Strategic Plan, for example, noted an aim to “facilitate children 
and young people’s role in cultural development” (Queensland Government, 2003, p. 
8). The international section in the 2007 DET Strategic Plan detailed the strategy to 
“foster internationalism in the education and training sectors to promote economic, 
cultural and social benefits” (Queensland Government, 2007, p. 5). A further key 
organisational challenge noted was the push to “develop Queensland’s cultural identity 
as a source of competitive advantage domestically and internationally” (Queensland 
Government, 2007, p. 3). In this neoliberal social imaginary, an organisation of the 
state was charged with procuring international students for economic benefit. The 
educational conceptualisation of international programs as a selling of schools within 
EQ was consequently supported by the programs removal from educational services, 
while international programs was not identified in strategic plans as a vehicle to 
enhance social and cultural identities.  
Regulatory functions 
The 2009 DET Strategic Plan noted the deterioration of the world economic 
outlook as impacted by the 2008 Global Financial Crisis. Despite this, DET’s goals 
remained consistent: to “develop international partnerships and education and training 
markets that support economic and social outcomes for Queensland” (Queensland 
Government, 2009, p. 7). DET’s economic focus was also reflected in EQI’s regulatory 
function to maintain the Commonwealth Register of Institutions and Courses for 
Overseas Students (CRICOS) standards for its international programs. Maintenance of 
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this standard was essential to EQI’s business model as “only education institutions 
registered under the ESOS15 Act and listed on CRICOS can enrol overseas students to 
study in Australia on a student visa” (Australian Government, 2013). The 2004 DET 
Strategic Plan referenced EQI’s regulatory function in “maintaining the success of 
Queensland’s international education and training industry … [by] continued focus on 
attracting international students and planning to ensure quality standards are 
maintained and infrastructure keeps pace with growth” (Queensland Government, 
2004, p. 9). The only performance indicator noted in the 2006 DET Strategic Plan 
relative to international programs was the requirement that “applications for inclusion 
of providers on the CRICOS are processed within set timelines” (Queensland 
Government, 2006, p. 2). The need to maintain a regulatory function overshadowed 
any reference to the potential educational value of international programs to their host 
schools.  
Culture 
The 2003 DET Strategic Plan detailed the objective to “develop a departmental 
policy on the internationalisation of Queensland education” (Queensland Government, 
2003, p. 1). This objective had the potential to shape and foster cultural capacity 
building in Queensland schools as they adjusted to the inclusion of international 
students. The following year the Queensland Government Multicultural Policy 
(Queensland Government, 2015) was released, requiring annual multicultural action 
plans to be developed by government departments. In response, the Department of 
Education and the Arts released an action plan, Multicultural Queensland – making a 
world of difference in Education and the Arts (Department of Education and the Arts, 
2005). Under a heading of “Product diversity – economic strategy”, this policy detailed 
a strategy to “maximise the benefits of internationalisation for Queensland state 
schools and their communities” (Department of Education and the Arts, 2005, p. 3). 
However, the action proposed to maximise these benefits was framed in terms of 
promoting “the excellence of the Queensland education system internationally” 
(Department of Education and the Arts, 2005, p. 3). This emphasis on marketing 
programs for their potential to secure income aligned with the corporate economism 
                                                 
 
15 The ESOS (Education Services for Overseas Students) Act is the legislative framework for 
institutions offering courses to overseas students.  
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and neoliberal approaches detailed in the strategic plans. The broader focus on the 
educational value of these programs for developing international mindedness was 
neither identified nor included.  
As noted, the intention of the 2007 Strategic Plan (Queensland Government, 
2007) was to develop a particular approach to foregrounding Queensland’s social and 
cultural identity as a result of neoliberal approaches for economic gain. The impact of 
local cultural exchanges provided by international programs are analysed in this 
chapter within the context of the Principal narratives in sections 4.3.1 and 4.3.2. This 
part of the chapter compares the focus on international programs in DET policy to the 
development of intercultural understanding and Asia literacy in schools. Rizvi (2012) 
highlighted the responsibility of schools to utilise local cultural exchange opportunities 
to build cultural capacity:  
Educational institutions have a major responsibility for creating spaces in 
which students are encouraged to explore the contours of global 
interconnectivity and interdependence, and their implications for questions of 
identity and culture; and where they can develop skills that enable them to link 
locally grounded practices of cultural exchange to the broader processes of 
globalization. (Rizvi, 2012, p. 78)  
The lack of alignment between DET policy on international programs, with a 
clear neoliberal agenda, and the potential cultural opportunities presented by programs 
offered in schools is surprising. This was illustrated by previous Queensland 
Government (Goss 1989–1996) efforts to secure an Asian languages and cultures 
strategy in state education which had been taken to a COAG meeting as a proposal for 
a national strategy (Henderson, 1999, 2003). The COAG-commissioned report, the 
Rudd Report (1994), was accepted and resulted in the National Asian Languages and 
Studies in Australian Schools (NALSAS) strategy which directly identified Asia 
literacy as necessary for the nation’s economic and strategic interests. This strategy 
was implemented in Queensland schools from 1995 to 2002 and focused on teacher 
professional development, quality and supply, curriculum resources and program 
delivery (Erebus Consulting Partners, 2002).  
Furthermore, as noted earlier, Asia literacy continued to be emphasised in the 
latest statement on the national goals for schooling in Australia, agreed to in 2008. 
However, its policy positioning was no doubt affected by the complex influences of 
  
Chapter 4: Analysis and Critique of Documents and Interviews 105
economism and it was indicative in parts of an Orientalist discourse in desiring 
engagement with an imagined productive and bountiful Asia (Salter, 2013). A critical 
reading of the Melbourne Declaration (MCEETYA, 2008) echoes some of the 
instrumentalist framework of Asia literacy evident in the Rudd Report, which provided 
the policy prescription for the NALSAS strategy referred to above (Henderson, 2008a) 
for the national goals of schooling.  
The Melbourne Declaration claimed “Australia’s capacity to provide a high 
quality of life for all will depend on the ability to compete in the global economy on 
knowledge and innovation” (MCEETYA, 2008, p. 4). Clearly, Asia and Australia’s 
engagement with Asia was a national priority during the research period; however, 
there was no mention of Asia or Asia literacy in DET Strategic Plans over the eight-
year period despite the previous policy of the Rudd Report and subsequently the 
Melbourne Declaration’s statement to “work in collaboration with all sectors” 
(MCEETYA, 2008, p. 8). The apparent overlooking of Asia literacy by EQ was 
surprising given the region’s increased significance in economic and strategic matters, 
previous Commonwealth education priorities and the potential to link Asia literacy to 
international programs.  
The absence of Asia literacy in DET policy was additionally confounding given 
the fact that developing skills for the economy (Queensland Government, 2009, 
2010b) was one of four key pillars of the DET Strategic Plans. Developing skills for 
the economy was framed as ensuring that “Queenslanders will be linked to 
opportunities that maximise their learning and economic potential” (Queensland 
Government, 2009, p. 7). The AEF clearly identified the need for Asia literacy among 
required economic skills for school students; it argued that graduates were needed who 
were “linguistically proficient in Chinese, Japanese, Indonesian and Korean to serve 
the country’s economic interests” (Asia Education Foundation, 2010c, p. 10). This 
narrative reflected Harvey’s (2007) explanation of neoliberalism as “a theory of 
political economic practices that proposes that human well-being can best be advanced 
by liberating individual entrepreneurial freedoms and skills within an institutional 
framework characterized by strong private property rights, free markets, and free 
trade” (p. 2). The neoliberal, global perspective of the state, and its stated priority 
aimed at developing skills for the Queensland economy, made no mention of Asia, in 
stark contrast to the discourse of the Melbourne Declaration.  
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Further, there was no evidence or reference to those previous Queensland 
Government policies aimed at furthering the study of Asian languages and cultures in 
Queensland schools that had been successfully implemented under the Goss Government 
when Paul Braddy was Minister for Education from December 1989 to September 1992. 
As noted, this two-decade old, Queensland-initiated, Commonwealth-driven push for 
Asian languages and cultures learning was implemented nationally from 1995 as the 
NALSAS strategy until the Howard Government terminated the Commonwealth’s share 
of funding in 2002 (Henderson, 2015).  
Indeed, Queensland had been credited as the jurisdiction which had most 
strongly pursued Asian languages policy, and yet it had the “lowest proportion of 
students studying languages to school completion of any state” (Lo Bianco & 
Slaughter, 2009, p. 12). The Queensland approach of mandating language study across 
Years 6 to 9 has not resulted in increased uptake of Asian languages by students. In 
fact, Lo Bianco’s (2013) research on state approaches to LOTE found that “neither the 
mandates nor their absence appears to be a good predictor of either the duration, 
intensity or quality of language study. This is partly because when languages study is 
mandated, the expected requirements are not substantial” (p. 40). In Australia’s case, 
the policy outcomes for language education have not been realised (Lo Bianco & 
Slaughter, 2009).  It could be argued that the low priority given to Asia literacy in DET 
policy documents further compounded this disappointing Asian language 
performance.  
Other national initiatives, such as those offered by the AEF, were indicative of 
the need for Asia literacy to be embedded in school programs. By 2010, the AEF 
advanced an Asia Literacy National Plan (Asia Education Foundation, 2010a). This 
six-point plan called for development of Asia literacy guidelines in curriculum 
documents, professional development of school leaders and teachers, resourced 
classrooms, sustainable LOTE programs and developing community awareness. This 
action plan, if embraced in DET’s strategic documents, might have provided a way to 
integrate federally endorsed Asia literacy with state priorities. Such integration was 
identified some 16 years prior as Commonwealth and state governments acted 
collaboratively to develop social, cultural and economic policy regarding Asia literacy 
(Henderson, 1999, 2003; Singh, 1995a). However, despite the Melbourne Declaration 
assurances of Commonwealth–state collaboration, for example, the “Australian 
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Education Ministers seek to achieve the highest possible level of collaboration with 
the government, Catholic and independent school sectors and across and between all 
levels of government” (MCEETYA, 2008), the most recent DET Strategic Plan in the 
research period (Queensland Government, 2010b) made no mention of Asia literacy.  
4.2 CASE SCHOOL DOCUMENTS 
This section presents an analysis of the case school documents, that is, the School 
Annual Operational Plans (SAOP) for 2006 and 2008, and the School Annual Reports 
(SAR) from 2006 to 2010. Following inductive analysis, deductive analysis was then 
applied to analyse case school documents for the themes of globalisation and 
neoliberalism in education policy-making and for key terms such as international 
programs, Asia literacy and terms associated with intercultural understanding. As 
would be expected of the administrative and accountability regimes for state schools, 
both of the case school’s SAOPs acknowledged the relevance of the DET Strategic 
Plans which informed them and indicated school-based approaches to meeting them. 
However, analysis of these plans and reports revealed an alternative educational 
discourse. The analysis of the case school documents is discussed under the broad 
headings of Impact of staffing changes, Multiple benefits, Flawed understandings, and 
Policy. 
The school plans and reports analysed lacked the corporate emphasis evident in 
DET documents. For example, the 2006 SAOP mentioned international programs 
twice without the export market undertones evident in the DET Strategic Plans. 
Importantly, the SAOP acknowledged the potential of international programs to 
improve learning outcomes such as increased multicultural awareness amongst 
students (Green Valley State College, 2006a, p. 6), whilst also identifying increased 
international programs as one of six school improvement priorities. However, in a 
statement more closely aligned to DET’s vision for international programs, the 2006 
SAR categorised the programs as an “extra-curricular activity, value adding” (Green 
Valley State College, 2006b, p. 2) to the school’s programs. The case school 
documents also indicated a subtle alignment with the neoliberal agenda as they 
projected an undertaking to promote multiculturalism as a learning outcome to 
promote the attractiveness of the school to prospective international students. This 
discourse sanctioned the larger neoliberal thrust of the policy documents presented in 
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section 4.1 in terms of framing education programs as services to be procured and 
purchased in the global community. The wider benefits of international programs, 
reflected in the SARs and SAOPs, typify those described by MacDonald (2009) as 
contributing to both the academic and the intangible core, that being “all other forms 
of learning outside of the academic bottom line” (p. 88).  
4.2.1 Impact of staffing changes 
Other developments in the school’s documents resulted from changes in staffing. 
At the end of 2007, a relieving Principal was appointed to the school because the 
incumbent Principal was invited to take on a temporary administrative position at 
higher duties. The relieving Principal was at the school for two terms in 2008. The 
2007 SAOP and 2008 SAR were completed by the relieving Principal and signalled 
the inclusion of Asia literacy programs for the first time in the form of increased 
emphasis on the teaching of Asian languages and cultures. However, as Chapter 5 
reveals, these inclusions were limited to these two activities.  Asia literacy, understood 
as encompassing a whole of school curriculum approach to learning about the 
countries and cultures of Asia, was not evident. 
As discussed further in the researcher reflections (section 5.2), the substantive 
Principal brought to the case school extensive experience in international programs and 
the relieving Principal had a background in developing programs with an Asian 
awareness in schools. As a result of prior experience, the relieving Principal was able to 
make significant links between international programs and Asia-literate approaches, and 
promoted the concept and engaged staff within the case school. The relieving Principal’s 
actions reflected a local example of a school leader’s approaches to build capacity 
(Cranston & Ehrich, 2009a). This Principal recognised that international programs could 
be enriched by improved Asia literacy and through the engagement of Asian students in 
the school community.  
This staffing change in 2007 resulted in a significant shift in the case school’s 
emphasis upon international programs and engagement with Asia. In contrast to the 
mainly neoliberal market agenda of the DET Strategic Plans, international programs 
in the case school were now recognised for their wider curriculum value in both the 
SAR and the SAOP. For example, under the heading “Our Distinctive Curriculum 
Offering”, the 2007 SAR stated: 
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The College has an outstanding International Department that provides 
opportunities for overseas students to study and integrate with our students. 
Students at the College have a multiplicity of opportunities available to them, 
including the study of Japanese from Prep to Year 12 ... and a Japanese 
Scholarship Programme where Year 11 students are selected to travel and 
study in Japan. (Green Valley State College, 2007, p. 2)  
4.2.2 Multiple benefits 
The case school experienced significant growth in international programs 
through the end of 2007 and 2008 with increasing numbers of Asian students studying 
there. The 2008 SAR responded to this by significantly raising the profile of 
international programs from an “extra-curricular activity” (Green Valley State 
College, 2008b) to a leading department of the school that was listed with other sub-
schools (Primary, Middle and Senior). Profile was defined in this study as non-tangible 
elements which enhanced the status and marketability of the school. Examples of 
profile in the case school included the appointment as an Asia Learning Centre and 
identification, or branding, as an international school. The 2008 SAOP reflected 
processes of intercultural understanding as the case school adapted to the growing 
number of international students due to the development of international programs and 
the increased emphasis on engagement with Asian international students. This plan 
elevated Japanese LOTE teaching as one of the school’s Key Planning Priorities and 
referred to it as an “innovative and distinctive strategy responsive to student, parent 
and community needs” (Green Valley State College, 2008a, p. 7). The inclusion of 
international programs at the case school identified bottom-line benefits in the form of 
academic (through the formal curriculum), co-curricular and extra-curricular 
activities, identified by MacDonald (2009) as an intangible core. The strategy was 
outlined in the following sequence: 
Introduce Japanese LOTE across all year levels in the Junior and Middle 
Schools, with the anticipated outcome to see increased LOTE take up by 
students in the senior years. Introduction of a multi-staged scholarship 
programme, supporting students across the Senior Phase to participate in 
Japanese LOTE, and to improve their learning outcomes. (Green Valley State 
College, 2008a, p. 7) 
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The literature suggests that such strategies can be very effective. For example, 
Pan (2013) argued that greater access to Asian language programs is likely to be a 
“game changer” (p. 78) in the development of Asia literacy. The 2008 SAOP also 
detailed a commitment to cultural literacy within the workforce by mandating staff 
completion of professional development seminars, “Crossing Cultures: It’s 
Everyone’s Business, and Hidden Histories” (Green Valley State College, 2008a, p. 
12). Significantly, increases in the number of Asian students and initiatives to raise the 
profile of Japanese programs provided the opportunity to develop a student tour to 
Japan and “enforced” cultural professional development for the participating teachers. 
These initiatives predated the release of the Melbourne Declaration (MCEETYA, 
2008), demonstrating a local recognition of economic regional opportunities created 
by globalising processes. The development of Japanese programs was a particular 
interest of the relieving Principal.  
The case school’s 2008 SAOP (Green Valley State College, 2008a) also detailed 
income and expenditure budgets. Income for International Student Programs was 
itemised at $46 220, High School Preparation programs at $440 000 and Study Tours 
at $30 000. This total income of $516 220 represented 43.18% of the budgeted total 
income for 2008. This funding is provided to the school through EQI which manages 
international program finances for state schools.  The EQI Annual Compliance 
Checklist was also included in the 2008 SAOP (Appendix D). The checklist was a self-
assessment tool which detailed 90 items under 13 broad headings and its purpose was 
to serve as a “timely and simple mechanism for schools to consider areas of risk and 
responsibility in the operation of their international programs” (Green Valley State 
College, 2008a, p. 25). While the checklist reflected the regulatory function of EQI, it 
omitted reference to the opportunities offered by international programs such as 
fostering cultural understanding across the school or enhancing LOTE. This once again 
reflected the corporate connections by EQI towards international programs and lack of 
engagement with educational approaches.  
Student engagement with the Japanese programs was acknowledged as one of 
several learning opportunities. The 2009 SAR was completed when the substantive 
Principal had resumed his position at the case school. It acknowledged the case 
school’s growing profile and cultural development activities in response to the 
presence of international students. The 2009 SAR noted: 
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The College is an Asia Learning Centre and has begun developing Asia 
Literacy throughout the College with language studies and cultural awareness 
activities. Partnerships are being built within the (local) schools for 2010 and 
2011. (Green Valley State College, 2009, p. 2)  
4.2.3 Flawed understandings 
While the 2009 SAR acknowledged the development of Asia literacy within Green 
Valley State College, the analysis revealed a flawed understanding of the concept in the 
case school. The term Asia literacy did not refer to curricular learning of Asia, but rather 
was interpreted in terms of language studies and extra-curricular intercultural learning 
activities, or various activities associated with engagement of Asian international 
students. There was no evidence of any efforts to pursue a focus on teaching about Asia 
in school subjects, nor were there references to developing intercultural understanding 
in the school’s curriculum documents. This was despite the fact that the term, Asia 
literacy, had been widely employed in teacher professional development activities in 
Queensland from 2001 when the Department of Education established a specific 
committee, Queensland’s Access Asia Advisory Committee in conjunction with the 
AEF, to foster Asia literacy in state schools and schools in the Catholic and independent 
sector from 2001–2008. From 2008, Queensland state schools were also able to 
participate in the Leading 21st Century Schools: Engage with Asia program that was 
also run in conjunction with the AEF.  
Furthermore, the AEF had been providing curriculum support materials to 
schools across Australia and teacher professional development opportunities and 
advertised these widely through its electronic newsletter to schools since 1993. Hence, 
despite the fact that Asia literacy was consistently referred to in terms that emphasised 
developing foundational knowledge, skills and understandings about the histories, 
geographies, societies, cultures, literature and languages of the Asia region, Green 
Valley State College documents lacked cognisance of what it entailed.  
The fact that the College developed the 2009 SAR after the release of the 
Melbourne Declaration (MCEETYA, 2008) in December 2008, which had 
specifically addressed Asia and Australia’s engagement with Asia, raises the question 
of whether the leadership team in the school was simply trying to boost the College’s 
profile by assuming to offer something that had emerged as “strategic” in the latest 
national goals for schooling. Indeed, the 2009 SAR flagged a wider leadership role for 
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the College in terms of its claims to develop Asia literacy with other interested “cluster 
schools” in the district. As no efforts had been made to implement approaches to Asia 
literacy in the curriculum to link with and support the College’s burgeoning 
international programs, such assertions about leadership were on very shaky ground. 
This disjuncture between the rhetoric of school reporting and the reality of 
implementation was indicative of what Ball (1993) termed the “ad hocery of the 
micro” (p. 10) in his analysis of the policy process. The “micro” reality was that 
international programs had been implemented pragmatically, and over time associated 
enrichment and extra-curricular cultural activities were organised at the College to 
facilitate interaction between international and Australian students. International 
programs had not been linked to the school’s curriculum and no efforts had been made 
to foster Asia literacy and intercultural understanding in a more internationalised 
curriculum. 
Green Valley State College’s positioning of Asia literacy in the discourse of its 
marketing and promotion was also significant in terms of EQI accreditation 
documents. The identification and “naming” of Asia literacy in the school may have 
enhanced the impression that the school’s curriculum was being enriched by the 
inclusion of international and regional cultural perspectives in school subjects, thus 
making it appear more attractive as a site for potential international students. As noted, 
by contrast, the reality was that apart from the teaching of Japanese LOTE, no efforts 
had been made to implement Asia literacy in the curriculum. Second, the case school 
SARs and SAOPs made reference to the inclusion of international programs as an 
extra-curricular activity in terms of their potential to foster multicultural awareness 
and related programs in the school. For example, such was the success of interest in 
outbound study opportunities amongst some students and their families at the College 
that the school was able to organise an overseas study tour for domestic teachers and 
students to Japan.  
4.2.4 Policy 
Analysis of the 2008 SAOP and 2008 SAR suggests major disjunctures in terms 
of policy trajectories (Ball, 1993), that is, how policy was perceived to be enacted and 
how it related to the school context. Whilst Green Valley State College complied with 
EQI reporting requirements, as noted above, there were gaps between what it claimed 
to do and what was actually implemented. The SAR and SAOP indicated that the 
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introduction of Japanese LOTE was assumed to represent Asia literacy across school 
programs. Yet Japanese was only studied by a small number of students. Although 
reference was made to Asia literacy through Japanese LOTE and cultural awareness, 
the lack of a wider curriculum application or “buy in” meant that staff at Green Valley 
State College did not fully comprehend some of the changes that were occurring at the 
school. Furthermore, teaching staff were not provided with professional development 
opportunities to enable them to plan for and implement studies of Asia in the 
classroom. The rhetoric and reality concerning the College’s discursive positioning of 
international programs and Asia literacy in its SAR and SAOP raise questions about 
the degree to which national policy aspirations aimed at promoting attitudinal change 
– such as fostering intercultural understanding – can be realised at the same time as 
instrumental discourses drive the funding and compliance measures for schools. 
Analysis of the Melbourne Declaration (MCEETYA, 2008), DET Strategic 
Plans and case school SAOPs and SARs provided insights into the policy context for 
the implementation of international programs and Asia literacy at the case school. 
Following Ball (1993), this heuristic and tentative exploration of key aspects of policy 
documents suggests that the Melbourne Declaration’s reference to Asia and 
Australia’s engagement with Asia was indicative of a neoliberal social imaginary of 
Asia for Australia’s economic gain, yet this focus did not seem to have influenced the 
discourse evident in DET’s Strategic Plans in terms of embedding Asia literacy in the 
curriculum. This was despite the fact that DET, through EQI, was actively pursuing an 
internationalisation strategy aimed at boosting the intake of international students, the 
vast majority of whom came from the countries of Asia.  
This blatantly instrumentalist push for fee-paying international students from 
Asia was indicative of Rizvi’s (1996) lament that “the key to unlocking the door to 
Asian markets is assumed to be education. But what kind of education?” (p. 186). The 
discourse of DET’s Strategic Plans was aimed at securing the quantum of international 
students from Asia and did not develop this further by linking it to teaching and 
learning about Asia in school programs. Inasmuch as international programs reflected 
a corporate emphasis in the DET Strategic Plans, there were signs of a limited but 
emerging neoliberal market discourse in the Green Valley State College SARs and 
SAOPs.  
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An alternative discourse, reflecting the school’s efforts to embed extra-curricular 
educational activities for students and create meaningful opportunities for intercultural 
exchange, was also identified in school documents. However, more formal approaches 
to embedding Asia and Australia’s engagement with Asia in the school’s curriculum, 
as flagged by the Melbourne Declaration (MCEETYA, 2008), were missing. Ball’s 
(1993; Ball et al., 2011a, 2011b) notion of policy trajectory is useful in highlighting 
the fact that efforts to secure international programs and foster Asia literacy did not 
occur in a strictly linear process but rather in a context where each policy was reshaped 
by the policy recipient. Furthermore, the above policy document analysis highlighted 
policy as text in the Melbourne Declaration and identified slippages in its discourse as 
policy shifted from the national context to the state context in Queensland, and in turn 
to the local context in the case study school. Fullan’s (1994, 2007) observation that a 
combination of top-down and bottom-up approaches to implementation are most 
effective in policy implementation is relevant to understanding the nature of 
disjunctures between policy as text and policy as discourse at Green Valley State 
College.  
The remainder of this chapter, and Chapter 5, provide analysis of semi-structured 
interviews from those individuals who were involved in the case school during the 
research period. Appendix B provides an overview of timelines for the research period, 
significant policy and case school documents and roles of participants interviewed for 
this case study. Direct cultural experience is presented in descriptions of interactions 
between visiting international students and their peers in the case school (Lo Bianco, 
1996), as detailed in the semi-structured interviews (sections 4.3 and 5.1) and the 
researcher reflections in a journal form (section 5.2). These experiences reflect 
Hamston’s (1996) observation that “studies of Asia should not just be a gazing 
outwards to Asia but rest on the acknowledgement that Asia exists within Australia” 
(p. 59). The “local” Asia, or “Asia at home” (Tudball & Henderson, 2013), as 
presented by community groups and Asian students on international programs, provide 
valuable opportunities for people-to-people engagement. According to Lo Bianco 
(1996):  
It would be wiser to build on the domestic modelling of Australian interactions 
with Asia which are the lived experience of our major cities. The daily 
negotiation of social, occupational, residential and educational relationships 
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between groups of Australians is an important adjunct experience to serious 
teaching about Asian societies. (p. 58) 
The next section shifts to focus on two principals, one of whom led aspects of 
these developments in the case study school. 
4.3 SEMI-STRUCTURED INTERVIEWS 
This section marks the commencement of the semi-structured interviews. These 
findings are separated across Chapters 4 and 5 according to their positioning in policy 
trajectory. The remainder of this chapter comprises findings from two principals, one 
who was involved in leadership of the case school and the other who was Principal of 
a neighbouring school and Chair of an alliance of principals managing international 
schools. Chapter 5 includes findings from a further eight participants whose narratives 
reflect the impact of policy implementation at a local school level. My personal 
researcher reflections are also included in Chapter 5.  
This section details the findings that emerged from the narratives provided in two 
phases of semi-structured interviews with two principals (P1 and P2). Phase 1 included 
a semi-structured interview with the case school Principal (P1) by an external 
interviewer, employed by me as participant researcher during November 2011. The 
interview focused on three specific time frames which were integral to the 
implementation of international programs and claims to Asia literacy at the case school. 
These were: January to December 2004 (the development of international programs), 
November 2007 to February 2008 (a period of rapid growth) and December 2009 to 
May 2010 (when the case school was appointed an Asia Learning Centre). Phase 2 
included a follow-up interview by me with both P1 and the Principal of a nearby school 
(P2) who had been involved in the development of international programs at other 
schools. Phase 2 interviews were conducted in May 2012. 
Data were interpreted and analysed inductively first to identify emergent themes; 
in the next phase, deductive analysis was applied to identify emergent themes relevant 
to the key research question and sub-questions as detailed in section 1.4. The research 
questions aimed to identify what was occurring at the site school as it grappled with 
the implementation of international programs, as well as how it was attempting to 
introduce Asia literacy, and to ascertain if any synergies or links between international 
 116 A Case Study of Implementing International Programs in One State School 
programs and Asia literacy had developed to enrich the experiences of both 
international and domestic students at the school. These synergies were considered in 
terms of fostering intercultural understanding and international mindedness, as well as 
developing knowledge and understanding about the peoples, cultures and histories of 
the Asia region, which was the major source of international students at the site school.  
Three significant patterned responses and meaning within the data set (Braun & 
Clarke, 2006) were identified. The first referred to those gradual shifts in cultural 
awareness that took place at the site school in response to the presence of international 
students on the campus, and these were classified under the theme of engagement with 
Asian international students. Within this theme, a sub-theme was evident in relation 
to the resistance of some staff members and some students to the presence of 
international students in the school and their marginalisation in the school community. 
In the context of Green Valley State College’s curriculum, “resistance” also referred 
to those teachers who would not consider changing their practice to include studies of 
Asia in their subject areas (notably English and the Humanities and Social Sciences).  
A second theme referred to the range of positive outcomes for the school in terms 
of its increased funding and profile, as well as signs of improved student academic 
performance. This theme was referred to as multiple benefits. A third theme, 
encompassing implementation processes such as whole school planning, management 
and communication between the Principal and staff at Green Valley State College, also 
emerged from the inductive analysis. The next level of analysis aimed to identify the 
underlying ideas, assumptions, and conceptualisations and ideologies that shaped or 
informed the semantic content of the data. This deductive phase of thematic analysis 
at the latent level (Braun & Clarke, 2006) drew from the literature on policy analysis 
and neoliberal social imaginary and from selected postcolonial theoretical constructs 
as detailed in section 3.5.  
The interview findings also highlighted the significance of the Rainbow Valley 
International Schools Alliance (RVISA), which was established at the initiative of 
eight geographically close state school principals delivering international programs. 
The RVISA principals, along with a representative from EQI, met each term (four 
times per year) to discuss policy issues concerning the implementation of international 
programs in their schools. Similar alliances operated in other geographic regions 
within Queensland at this time. Chairpersons from each alliance also liaised with EQI 
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on a regular basis in order to provide feedback and contribute to shaping policy for 
international programs for state schools in Queensland. The data also indicated that 
RVISA provided an important platform for the participating principals with 
opportunities to share their concerns about EQI’s expectations that they could lead and 
manage their respective schools as business operations within the public sector whilst 
at the same time provide quality education for students. Indeed, RISVA was a venue 
through which principals shared their frustrations and strategies in response to EQI 
approaches to centralise policy and it provided principals the opportunity to 
collectively “speak back” to the EQI neoliberal market agenda.  
The analysis of semi-structured interview data from both principals in relation 
to their involvement in RVISA was critical to understanding how school principals 
were managing what was effectively a new phenomenon in their responsibilities, given 
that the international student industry was in its formative stage and policies and 
processes aimed at managing this at the DET level were proliferating concurrently as 
they were implemented in schools. Hence, it was a very challenging time for principals 
and was indicative of “the ad hocery of the macro” and the “ad hocery of the micro” 
(Ball, 1993, p. 10) in policy-making and implementation for international programs in 
Queensland state schools. 
The narratives obtained through semi-structured interviews with both principals 
also provided further insights into the nature of the policy trajectory of international 
programs and Asia literacy. Each principal reflected on the impact of different levels 
of governance (Commonwealth, state and RVISA) with reference to the management 
of programs in the case school. Both principals interviewed in Phase 2 had served as 
Chairs of RVISA and were able to offer rich insights into the processes at play at this 
time. Interview questions were designed to solicit further information on the ways in 
which the neoliberal emphases of Commonwealth and state policies played out in state 
strategic plans and shaped activities in the case school. The questions also aimed to 
prompt reflections and insights about the role of RVISA in policy decision-making 
processes.  
4.3.1 P1 (Principal of the substantive case school)  
P1 had been promoted to the case school as Principal in 2004, and acknowledged 
that he “had a long history” (P1, 2011, p. 1) of involvement in international student 
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programs at a previous school. He had also been extensively involved in geographic 
alliances of state school principals managing international school programs, having 
served a term as the Chairperson of RVISA. Two interviews were conducted with P1. 
The first interview focused on three time periods: 2004 (period 1), November 2007 to 
February 2008 (period 2) and December 2009 to May 2010 (period 3) as discussed in 
section 3.3.3. The second interview focused on further exploration of comments from 
the first interview regarding staff resistance to Asian international students, as well as 
exploring the governance and development of international education in the wider EQ 
context. An analysis of P1’s reflections in the first interview in light of the key themes 
and sub-themes now follows. This analysis addresses the themes of neoliberalism, lack 
of whole school planning and communication, and engagement with Asian 
international students (specifically in relation to marginalisation and resistance).  
Interview 1 
P1 identified international programs as a key focus of his leadership upon 
entering the case school. He reflected “there was a bit of a vacuum in the sense of the 
direction that the school was going” and he was “looking for a lever to improve public 
image and also improve a range of aspects” in relation to school processes (P1, 2011, 
p. 1). Though not without apprehension, P1 chose international programs because of 
their potential to change people’s perspectives, and he drew from his experience in this 
field from his work in previous schools. P1’s initiative to implement international 
programs as a change agent, rather than for financial or academic gain, indicates the 
diversity of motivations which drive the take up of international programs in schools 
(MacDonald, 2009). This Principal was drawn to international programs for their 
potential to result in “changing aspirations, changing goals across the broader 
community as well as the students themselves” [and for] “improving the academic 
level of students” (P1, 2011, p. 1).  
P1’s approach was indicative of two of Gurr’s (2009) four core elements of 
successful leadership, namely “building vision and setting direction” and “redesigning 
the organisation” (p. 385). However, as the analysis of semi-structured interviews in 
Chapter 5 reveals, due to inadequate communication with the school administration, 
there was confusion amongst staff members about why international programs were 
introduced and how they fitted into the school. This lack of communication to staff 
about the rationale and purpose for these programs served as a barrier to more 
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widespread intercultural understanding in the school. Notably absent from P1’s 
interview data was a reference to the departmental push for schools to adopt 
international programs to secure more funding, which was a major theme in the DET 
Strategic Plans. This is surprising considering P1’s experience with international 
programs in previous schools and his awareness of EQ’s push for schooling to be 
responsive to the international student market. Similarly, there was no mention of the 
corporate agenda identified in the DET Strategic Plans as a driver for his leadership 
and advocacy for international programs in the school. Rather, P1 was wary of the 
correlation between the financial impact of international programs and the processes 
involved in engaging Asian international students in the school. He explained the 
potential pitfalls of market-driven approaches:  
And that’s one of the tensions that schools with international programs have. 
The money is nice but if you take those programs, for example study tours, [if 
used] just as a cash cow then you can actually alienate your clients, right? And 
alienate your local community. So I treat the programs more as an investment 
rather than just something that is financially [beneficial] . . . where it does 
contribute financially it’s a bonus. (P1, 2011, p. 2)  
P1 also recognised the impact of international programs on the school’s culture:  
There were some significant challenges as to how we moved the College 
forward, broadening people’s horizons and that included the staff and that 
included the parents and members of the local community. Socially there were 
some challenges because of the cultural diversity that started to develop within 
the College. (P1, 2011, p. 1) 
While P1 recognised that the presence of international students created the 
potential for change in the case school, the above extract also indicates that some 
members of the school community found it challenging. The implication that there was 
resistance amongst some staff in the case school was supported by the reflections of 
other participants during their semi-structured interviews. P1’s initial strategy to 
introduce international programs to the case school was to implement study tours and 
appoint student ambassadors (Year 9 students trained as tour guides to care for visiting 
study tour students) as they provided “short sharp bursts, [where] people can be 
involved and then they’ve got time to reflect afterwards” (P1, 2011, p. 3). He 
emphasised the value of this in particular for Middle School students and international 
 120 A Case Study of Implementing International Programs in One State School 
students. P1 contrasted this approach with a more constant exposure, arguing that in 
the latter case “often people get a bit more apprehensive about where this is heading” 
(P1, 2011, p. 3). The apprehension highlighted by P1 was reflective of “a crude social 
distance assumed between the Australian us and Asian them” (Rizvi, 2012, p. 74), 
which emerged as a sub-theme from the analysis of the interview narratives gathered 
via semi-structured interviews. The sub-theme of engaging Asian international 
students encapsulated the awkward and uncertain nature of those initial cultural 
encounters between international students from Asia and the Australian teachers and 
students at Green Valley State College as international programs were introduced to 
the school and the subsequent adjustments that were made. Indeed, the inclusion of 
international students at the case school required a change of practice for many 
teachers, as P1 explained:  
The impact was essentially raising awareness. Staff had to reconsider or reflect 
upon a lot of their practices. For example, when those students would spend 
time in class, what they were there for, what they were learning if indeed at 
times they were learning anything, not just the cultural barrier but the language 
barrier in particular but also one of the big challenges that we’ve had in 
mainstream education in Australia is the constant differentiation. (P1, 2011, 
p. 3)  
The processes of globalisation driving the global economy, which prompted the 
increase in international programs, were identified as significant during the second 
period focused on in the interview (November 2007 to February 2008). P1 attributed 
a significant growth in international student numbers during this period to global 
market fluctuations, world events and the fertile conditions for the inbound educational 
travel industry. These comments indicated that P1 was cognisant of the fluctuating 
nature of market forces and the vulnerability of international programs to the global 
economy in which local dynamics were linked to distant events (Giddens, 1990). P1’s 
reflections about global and regional market influences and their potential to impact 
on EQI activities reflected an awareness of neoliberal market agendas not apparent in 
his recollections of the first period from January to December 2004, which focused on 
the introduction of international programs in terms of the changes they heralded for 
the school.  
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As the school Principal was ultimately responsible for the management of 
international programs, P1was also required to submit regular reports to EQI, the 
agency that oversaw the programs in Queensland schools. During his semi-structured 
interview about the second period from November 2007 to February 2008, P1 referred 
to his frustrations with the inefficiencies in EQI operations and related issues such as 
cost-benefit analysis, financial returns, global market factors and franchising. Such 
reporting requirements created considerable extra work and pressures in terms of a 
Principal’s decision-making in leading and managing a school.  
P1 also attributed the expansion of international programs during this second 
period to the inclusion of the HSP program at the case school. He recalled there was “a 
big influx of international students coming in here” (P1, 2011, p. 3), and the school was 
able to capitalise on this growth due to its increased profile in offering international 
programs. An analysis of interview data with P1 indicated that as international programs 
gradually became more accepted at the case school, he credited them with creating 
conditions which were increasingly supportive of intercultural engagement between 
Asian international students and domestic students and staff.  
Concomitantly, P1 took an instrumentalist perspective to this engagement, as he 
asserted the opportunity to be exposed to the cultures of the visiting international 
students from Asia would broaden the world views of the domestic students at Green 
Valley State College; he also assumed this experience would widen their employment 
opportunities. In terms of the latter, P1 reflected on the benefits of positioning students 
in the globalised economy as follows: 
If we want to get our trading partners, they are essentially Asian and 
increasingly so. And therefore we need to be aware of the job opportunities, 
not just in Australia . . . but also overseas. And I think these students in the 
past [referring to students in his previous school] actually end up working in 
Asian countries because of their involvement with trade with education and 
so on. (P1, 2011, p. 5) 
The assertion that this sort of interaction could contribute to students’ 
employment prospects was a big leap of faith. As discussed in the semi-structured 
interviews, the notion of Asia literacy was widely misunderstood in the case school 
and there was no evidence that P1’s interpretation was consistent with that provided 
in school documents, nor was there any mention of a curriculum perspective to Asia 
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literacy. In sum, apart from studying a Japanese LOTE, the domestic students were not 
actually learning anything about the countries and cultures of Asia apart from what 
they gleaned from their personal interactions with the international students. 
Reflecting on the third period of growth (December 2009 to May 2010), P1 
identified four explanations as to why he assumed the school’s appointment as an Asia 
Learning Centre was a natural extension to the other programs already offered in the 
school. These explanations reflected the fact that the implementation of international 
programs presented a range of benefits to the school and these were coded as a 
“multiple benefit perspective” in terms of what emerged from inductive data analysis 
of participants’ semi-structured interviews. First, P1 claimed that the school’s 
appointment as an Asia Learning Centre “was a logical extension of what we were 
trying to do and it also gave us a little bit more direction in terms of internationalising 
our perspective” (P1, 2011, p. 4).  
Second, according to P1, the school had developed credibility and a profile 
(encompassing those non-tangible elements which enhanced the status and marketability 
of the school) through its recent links with the AEF and its Asia Literacy Ambassadors 
program16. In P1’s view, this credibility resulted from the perception that the case school 
was proactive in developing and embedding Asia literacy rather than just discussing its 
potential. However, as the present study revealed, the school’s appointment as an Asia 
Learning Centre resulted from a misapprehension about what was actually occurring in 
the school. The facts were that the case school failed to implement substantial staff 
professional development programs and no one in the school had initiated any plans for 
embedding Asia literacy in the school curriculum. Put simply, the school 
administration’s notion of Asia literacy was flawed.  
Third, according to P1, the school’s involvement with the AEF served to raise its 
profile as a school with national leadership in fostering Asia literacy. He reflected it 
“provided a national perspective and the credence or [assumed] capability that comes in 
with that as well” (2011, p. 5). Yet it was ironic that the school did not deserve this 
“labelling”, for as noted, no efforts had been made at Green Valley State College to 
                                                 
 
16 The Asia Literacy Ambassadors program aims to provide Asia-capable industry professionals to 
schools. The program, conducted by the AEF, identifies “people who have been influenced in their 
life and work by the Asian region and who demonstrate the practical knowledge and skills required to 
work in or with Asia and with Asian-Australian communities” (Asia Education Foundation, 2016). 
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introduce Asia literacy into the school curriculum, apart from the introduction of 
Japanese LOTE. Fourth and finally, P1 acknowledged the involvement of key 
individuals within the case school (such as P8 and PR) who created momentum, 
particularly in building the Asia Ambassadors program and gaining access to AEF 
grants. This acknowledgement recognised effective leadership as “a shared activity 
where a variety of people exercise leadership in different situations” (Cranston & Ehrich, 
2009c, p. 127).  
However, whilst Asia literacy had, in effect, not been implemented, nevertheless 
international programs continued to develop at the school and staff and school 
community members were increasingly aware of the positive changes in the school 
that resulted from them. The findings indicate these positive changes could be 
attributed to staff leadership and school profile. P1’s reflections on the potential links 
between intercultural engagement with Asian international students and international 
programs demonstrated the effective involvement of a small number of key staff in a 
range of school contexts. This included the development of the school’s profile at a 
local and national level, and it occurred via a range of specific activities at the school. 
The benefits which emerged from the case school’s appointment as an Asia Learning 
Centre reflected the value of involving others in the leadership and management of 
school programs as “a potential contributor to positive organisational change and 
improvement” (Harris, 2010, p. 57). As the participant semi-structured interviews in 
Chapter 5 reveal, the contribution of key staff contributed to the growth of international 
programs at Green Valley State College. 
Analysis of P1’s semi-structured interview data revealed his global perspective 
on education in that he was aware of the ways in which broader global changes in the 
economy, including the marketising of education as a saleable commodity, trickled 
down to impact on the local school environment. Moreover, he was mindful that the 
capacity of a nation to remain competitive globally depended increasingly “on whether 
its citizens are educated and sufficiently skilled for work in the future, and not on 
capital and technology as before” (Pan, 2013, p. 171). P1 was acutely aware that 
offering international programs at Green Valley State College was an effective way to 
manage EQ’s agenda to secure income from such programs. P1 made reference to the 
economic growth of China and India and technological capacity of China. He 
described the lack of identification with this growth was “like the old ostrich trick” 
 124 A Case Study of Implementing International Programs in One State School 
(P1, 2011, p. 6), a reference to a lack of willingness to appreciate Asia’s rapid 
economic growth.  
However, P1 was also “internationally minded” in that he was keen to see 
Australian students benefit from the potential intercultural exchanges with 
international students from Asia. Hence, on the one hand, P1 positioned himself at the 
cultural interface (Nakata, 2008, 2010) and, on the other, at the hard edge of a 
neoliberal social imaginary in that his attitude to international programs reflected the 
education policy approaches influenced by economic imperatives (Cambridge & 
Thompson, 2004; Carnoy & Rhoten, 2002; Pang, 2005; Rizvi & Lingard, 2010; Zajda, 
2010). P1 was also aware of the shifting nature of employment prospects for these 
students and the need to prepare them for a knowledge economy, which, in the context 
of the potential benefits to be gained from implementing international programs, 
“encourages Asia to be viewed instrumentally, as a means to our [Australian] ends” 
(Rizvi, 2012, p. 175).  
As noted, a theme to emerge from P1’s first semi-structured interview was the 
range of benefits, referred to as multiple benefits, resulting from the introduction of 
international programs at Green Valley State College. As well as the advantages to the 
school profile, P1 recognised both an academic and social value that international 
students brought to the case school whilst acknowledging the impact of the associated 
financial benefit in extending English as a Second Language (ESL) support in the 
College. According to P1 “our ESL provisions [for mainstream students] from the 
Department of Education, they are very light” (2011, p. 2). ESL needs were significant 
at the school, not only because of the ethnically diverse composition of domestic 
students but also because of the demands of “programs at the Senior level which are 
based on critical literacy” (2011, p. 2). P1 consequently identified that the extended ESL 
support, funded by international programs, became “a major contributor to some of the 
successes that we’ve had” (P1, 2011, p. 2). In addition, P1 noted the positive social 
impact of the international program on domestic students, claiming “most of them 
[international students] do strive to do their best, and that is a good role model for many 
of our Australian students” (P1, 2011, p. 1). 
Analysis of P1’s semi-structured interview indicates that international programs 
and intercultural engagement with Asian international students can be linked in ways 
that bring multiple benefits to a school. Such reciprocity is indicative of the concept of 
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the triple bottom line (MacDonald, 2009) in which fiscal, academic and social capital 
can coalesce to the benefit of the school community, as noted in Chapter 2. 
MacDonald’s (2009) tripartite model is useful in terms of conceptualising a school’s 
capacity to come to terms with the economic agenda that accompanies international 
schooling. The model also aligns with the neoliberal agenda that pervades the 
marketing of international programs. The lucrative fiscal benefits that accompany fee-
paying international students provide both opportunities and challenges with academic 
and social dimensions.  
With reference to academic dimensions, international programs can be aligned 
with programs in the receiving school’s curriculum which provide domestic students 
with the opportunity to develop knowledge and understanding about the country of 
origin of international students, such as the countries of the Asia region. In this context, 
Asia literacy can be developed in the school’s curriculum as a basis for the related 
social dimension of offering opportunities for students and staff to develop 
intercultural understanding and to build their intercultural capacities. The building of 
such capacities by staff and students are identified by Gurr (2008) as “key structural 
elements of successful schools” (p. 15). Furthermore, this approach provides fertile 
ground for the development of internationally minded staff and students. One barrier 
to the development of Asia literacy in schools is that it requires funding to resource it. 
However, such funding could be secured through international programs if Asia 
literacy was built into the program; hence, there are ways in which instrumental and 
neoliberal educational policy agendas can be enriched to secure broader educational 
outcomes, such as the development of Asia literacy. In the case of Green Valley State 
College, Asia literacy was not included in the curriculum.  
P1 elaborated further on the multiple benefits brought to the school through the 
international programs. He referred to the increased profile of Japanese LOTE, outbound 
trips to Japan and the school’s designation as an Asia Learning Centre. Further, he noted 
that during the second period of rapid growth in the international programs there was a 
corresponding improvement in the school’s academic performance. He claimed it 
“certainly has improved the results of the College” (2011, p. 4). In addition, P1 
acknowledged a broadening in timetable options as a result of the inclusion of 
international programs, using the inclusion of Maths C, an advanced level of 
mathematics offered in Year 11 and 12, as an example, claiming this was a subject “we 
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didn’t or couldn’t (offer) in the past” (2011, p. 4). P1 detailed that prior to the inclusion 
of international programs, “students who wanted to do Maths C had to do it through 
distance education or as a virtual subject” (2011, p. 4), and that “our results in a range 
of areas, particularly in the business subjects and the sciences and the maths have 
improved in that time” (P1, 2011, p. 4). P1 also indicated that the case school’s profile 
in Asia literacy provided a follow-on benefit to support neighbouring primary schools 
by encouraging teachers to focus on teaching Japanese LOTE, as Chapter 5 reveals. This 
profile was ironic as the case school demonstrated a flawed understanding of Asia 
literacy and there was no evidence of curriculum approaches to intercultural 
understanding within the school.  
Financial dividends were noted in the third period in relation to grant money that 
accompanied the school’s appointment as an Asia Learning Centre (on the assumption 
that the school was developing Asia literacy in the curriculum). This grant and other 
funding was secured through Commonwealth and state Asia literacy grants. These 
grants provided the opportunity for the case school to acquire staff and further 
resources. P1 admitted that he did “mix and match financially between the finances 
associated with Asia literacy and the other international student programs” (2011, p. 
5), essentially providing financial leverage. The purpose of combining these two 
sources of income was “to provide extra staff which are invaluable for the students and 
provide extra resources” (P1, 2011, p. 5). MacDonald (2008) cautions school leaders 
to act carefully regarding the impact of financial results on the school community. This 
issue is discussed further in the participant semi-structured interviews in Chapter 5. 
The development of LOTE with the addition of Chinese to the curriculum illustrated 
the staffing benefit secured through increased sources of funding at the school. P1 
explained: 
I mentioned using some of the revenue or income for staffing. We are trying 
to maintain two languages in the school, certainly the Senior School Mandarin 
and Japanese, Japanese is through the school. Our long-term aims if we can 
increase the enrolments is to actually have Mandarin and Japanese from Prep 
right through to Year 12 but it’s going to be some time again. (P1, 2011, p. 4)  
The Commonwealth funding in the form of grants proved valuable in widening 
language options; however, it was not used to develop Asia learning in the curriculum 
or provide professional development on intercultural understanding for staff. There 
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was also no evidence that international program funding was used to develop Asia 
literacy in the curriculum. 
Finally, P1 noted the multiple social benefits prompted by the case school’s 
implementation of international programs. This included important social changes 
over time such as increasing acceptance of diversity and inclusivity, which were 
described as being a “major priority for this College” (P1, 2011, p. 5). Despite the 
multiple benefits presented by international programs, the process of engaging Asian 
international students included both successes and opposition as detailed below. With 
reference to positive outcomes, P1 emphasised the work of staff in the College’s 
embedded special needs unit (the Purple Special Education Unit) for the engagement 
of Asian international students: 
It’s essentially the same. One of the good things about being associated with the 
Purple Special Education Unit is that most students there have cerebral palsy or 
other forms of motor neurone disabilities. It was great to see how our 
mainstream students worked with those students and therefore the point I’m 
getting at is inclusivity has been a major priority for this College. And we’re 
getting it in many ways around the cultural diversity and the internationalism. 
Global perspectives is just an extension of, you know, that concept of 
inclusivity. Inclusivity to me is not just looking after somebody with physical 
or mental disability right? It’s that broader theme that gives back to how do we 
go with people with disabilities and also how do we make them work together 
as a functional harmonious society. (P1, 2011, p. 6) 
P1 indicated that having international students was similar to having a special 
education unit in terms of an engagement process. The experience provided by the 
Purple Special Education Unit provided the case school with a paradigm from which 
to “redraw its mental map to allow for more empathy and respect for Asia” (Pan, 2013, 
p. 78). P1’s comments reflected a school adjusting to globalisation processes through 
a changing student demographic in the form of intercultural acceptance and 
understanding. 
Despite these successes, P1 identified a level of opposition within the school 
community from the first period in 2004. He stated “there certainly was some quiet 
resistance in terms of people who were a bit apprehensive as to what was going on and 
what were these people doing here et cetera and how do they fit in” (P1, 2011, p. 2). 
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Singh (1995a) suggested the introduction of opposing points of view (as provided in 
the case school by international students) may interrupt dominant colonial standpoints. 
This may have been the source of resistance amongst some of the school community 
who found the growth of international programs confronting. P1’s reflections on the 
second period from November 2007 to February 2008 also identified negativity from 
some staff as the international students were perceived as having special treatment. P1 
explained:  
We still have some members of the community who think our international 
students are being treated more special [sic] than other students, but my 
attitude is that all the students are special and therefore none are more special. 
So it’s a little bit of a problem to sort out but overall because we have a great 
deal of acceptance. (P1, 2011, p. 4)  
P1 emphasised that even after seven years of international programs and 
engagement with Asian international students at the case school:  
There are still times when some people get a little bit resistant because when 
you have any focus in any organisation, you have some people who come on 
board and some people that say well you probably could be doing something 
else. (P1, 2011, p. 6)  
In this statement, P1 attributed resistance as a consequence of organisational 
change processes. However, as discussed in the analysis of semi-structured interviews 
with participants in Chapter 5, section 5.1, other participants attributed staff resistance 
to the marginalisation of international students in the school. Furthermore, other 
participants referred to the fact that some members of staff were unprepared for the 
implementation of international programs, did not understand the ways in which 
international programs could be implemented at Green Valley State College, and were 
uncertain of how they might engage with international students. These conflicting 
views about staff responses to involvement with international programs are further 
explored in the second interview with P1.  
Interview 2 
During the second interview, P1 explored in more detail some of the comments 
he made during the first interview regarding staff resistance and the development of 
international program governance in the wider EQ context. Data were analysed 
following the same processes articulated in the previous section. Three themes relating 
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to whole school planning and communication, processes of engagement with Asian 
international students, and forms of resistance and marginalisation, emerged from the 
second semi-structured interview data.  
When questioned about the growth and success of the international program, P1 
acknowledged the roles played by key staff. P1 explained “a lot of these programs are 
personality driven” (P1, 2012, p. 6) and he identified the inherent value of key 
individuals to the change process and the dismantling of existing assumptions and 
world views amongst their fellow staff members and amongst students. P1 explained 
“you need to just keep on pushing, to have a thick hide, and not be persuaded by those 
who won’t have anything to do with something new” (P1, 2012, p. 7). Cranston and 
Ehrich (2009b) noted the high level of interpersonal skills required to effectively 
empower others. P1’s management strategies included the involvement of “more staff 
[from current staff members] who came on board, and newly appointed staff” (P1, 
2012, p. 7), as well as recruiting those College students who responded positively to 
the presence of international students in the school to participate in extra-curricular 
activities. He noted “these [domestic] students embraced those [international] 
students” (P1, 2012, p. 7). The role of key individuals as agents of change is further 
explored in the analysis of participant semi-structured interviews and researcher 
reflection journal in Chapter 5.  
Conversely, P1 also referred to those staff members who resisted efforts to 
become involved in international programs and who would not consider how 
intercultural understanding could be fostered between the international and domestic 
students in the school. P1 reflected that “some people are never going to change” (P1, 
2012, p. 7). Similarly, P1 noted “there are people who are resistant simply because 
they can’t get past the initial what ifs” (P1, 2012, p. 7). He reflected on encounters 
with specific teachers who were anxious about their ability to deal with the learning 
needs of international students and complained that “our standards won’t be high 
enough” (P1, 2011) to manage international students. P1 also referred to a specific 
staff member who objected to international students in the school and resisted the need 
to differentiate pedagogical approaches. This teacher complained “they can’t speak 
English properly” (P1, 2012, p. 7), which reflected a resistance that permeated 
pedagogical approaches in the case school.  
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It could be argued that such resistance to the Asian “other” reflected a wider 
societal problem with the development of Asia literacy and intercultural 
understanding. As Pan (2013) put it, Australia’s “dogged reluctance to identify with 
Asia may explain, for example, why Australian schools lack ‘a widely shared vision 
of the overall purpose’ for the teaching of Asian languages” (p. 78). P1 readily 
acknowledged the tension between the case school’s leadership team and some 
teaching staff about approaches to managing Asian international students. His 
statements indicated that some teachers had a negative mindset towards those who 
struggled with English language: 
Some staff can’t understand why a child might be getting a Sound 
[Achievement]17 in English or barely getting a Sound in English but they can 
get a VHA [Very High Achievement] in Chemistry, Physics, Maths C, it’s still 
the same child. The pedagogy required to get successful NE (non-English) 
outcomes for an international student is no different from that required to get 
successful outcomes for any other student . . . it doesn’t mean the child is any 
less of a person because they are barely getting through English. (P1, 2012, p. 
8)  
MacDonald (2007) argues that “the international school context presents an ideal 
setting for fostering resistance to the leadership’s educational vision” (p. 158). Indeed, 
MacDonald’s (2007) contention that the inclusion of international programs “could 
result in resistance, political manoeuvring and conflicts” (p. 158) was observable in 
the case school. P1’s strategy to reform the school, however, was centred on the 
inclusion of international programs. Rather than exercise his power over such resistant 
staff members through top-down authoritative directives, P1 exercised more informal 
approaches to using power to facilitate change in the school by recruiting key 
individuals and encouraging enthusiastic students. In theorising about the ways in 
which individuals position themselves in relation to organisational change, Blase 
(1991) noted how power can be achieved to pursue goals, by referring to “the use of 
formal and informal power by individuals and groups to achieve their goals in 
organisations” (p. 1).  
                                                 
 
17 A sound achievement is the lowest pass grade in the Queensland education system. 
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P1’s comments indicated that he was comfortable with this informal approach to 
micropolitics as power. However, as the participant semi-structured interviews reveal 
in Chapter 5, there was a consistent resistance to the international students from Asia 
by some teachers, raising the question, should the teachers at the College have been 
more appropriately prepared for those cultural changes in the school prompted by the 
implementation of international programs? Furthermore, should P1 have been more 
proactive in using his authority as Principal to identify what changes he wanted staff 
to facilitate, for example at staff meetings and Heads of Department meetings? 
During the second semi-structured interview, P1 reiterated the important role the 
Purple Special Education Unit played in creating a culture for rethinking what 
inclusivity meant within Green Valley State College. In particular, P1 credited the 
structural changes it facilitated by identifying achievable goals linked to school 
behaviour management plans and to curricula and teaching. “What was really great 
was that we developed whole-of-College policies and structures, particularly with 
regard to recognising achievement” (P1, 2012, p. 7). These inclusive policies set the 
stage for the acceptance of students in international programs at Green Valley State 
College. P1 also reflected on his successful experience of embedding international 
programs and effecting change at a previous school. He explained that “standards have 
risen because of the influence of international students. Their work ethic, their capacity 
to show that they can change, that they’re prepared to mix” (2012, p. 7). He claimed 
that over time as engagement with Asian international students occurred amongst 
domestic students at Green Valley State College, similar developments occurred and 
the academic standards in some year levels increased in response to the presence of 
international students. 
The remainder of the analysis of P1’s second interview focuses on 
entrepreneurial approaches in the development of international program governance 
in the wider EQ context. P1’s narrative indicated principals’ initiatives with 
international programs at a local level were an entrepreneurial response to 
dissatisfaction with EQI’s management and their neoliberal market approaches. The 
following section provides an analysis of P1’s comments on the policy impact of 
RVISA, EQ District Office and EQI on international programs in the case school. P1’s 
recollections on the development of RVISA indicated that this organisation arose as 
an alliance of local group state school principals who were managing international 
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programs and were dissatisfied with EQI. This occurred during a period of 
development for EQI as an emerging department of EQ, fulfilling both a marketing 
and a regulatory function. P1 observed:  
The original intention of the alliances was partly to give the schools more 
control over their input and their management and operation of international 
programs, but also partly because it was felt and acknowledged even in some 
quarters in EQ at the time that EQI was not functioning effectively. (P1, 2012, 
p. 1)   
The development of RVISA allowed “the formation of new networks, 
partnerships [and] alliances to share leadership knowledge, to collectively address 
problems and to share expertise” (Harris, 2010, p. 67). The narratives by both 
principals (P1 and P2) highlighted entrepreneurial approaches by school leaders 
collaborating across geographic sectors. Hornqvist and Leffler (2014) described an 
entrepreneurial attitude as one which is “creative, takes initiative and curiously 
explores one’s own ideas and act upon them” (p. 555).  
The Principal narratives provided a point of comparison and contrast between 
two schools to illuminate international programs and engagement with Asian 
international students at the case school. P1’s conceptualisation of international 
programs as a stimulus for change in the first interview was in contrast to the more 
corporate concerns evident in his discourse of the second interview. Specifically, P1 
detailed frustration at the administrative delays by EQI that he and his fellow principals 
experienced over matters pertaining to visa processing and conflicting administrative 
procedures. He suggested that these resulted in “a fair degree of dissatisfaction by 
many of the schools” (2012, p. 1) towards EQI. Furthermore, many principals lacked 
confidence in EQI’s capacity to appropriately administer international programs. P1 
claimed “it was not uncommon for applications to sit on a desk at EQI for more than 
three weeks when other countries were doing it in two or three days” (P1, 2012, p. 4). 
This dissatisfaction was compounded by unsatisfactory financial returns to those 
schools that introduced the programs, discontent with conflicting policies and reports, 
and a lack of growth in the program as a result of poor marketing activity. P1 lamented:  
Many schools felt that given the inefficiencies or apparent inefficiencies, the 
return to schools was inadequate for the effort . . . the program also was starting 
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to grow but I don’t think the staff who were at EQI at the time had that broader 
vision and management capacity to manage that. (P1, 2012, p. 2) 
Principals’ frustrations with EQI’s administration and marketing culminated in 
the decision to form RVISA. Gurr, Drysdale, and Mulfod’s (2006) research into 
successful Tasmanian and Victorian school principals who “were actively involved 
outside their school to ensure that knowledge and ideas were brought into the school 
and to promote and protect their schools within the wider community” (p. 384) 
indicated how collegial organisations of principals with similar concerns can be drawn 
on to support effective decision-making in individual schools. The findings from the 
semi-structured interviews with P1 and, as will be seen, from P2, indicate that RVISA 
served this role. P1 recollected that principals were mindful that schools needed to 
respond proactively to the impact of global economic trends and growth of the 
international education industry and look for opportunities to market their programs as 
a way to bring in much-needed income at the local level. However, P1 emphasised that 
principals were also grappling with the financial management of international 
programs and they were concerned at the effectiveness of EQI’s marketing and 
management strategies. Whilst there appeared to be policy agreement in terms of DET 
Strategic Plans to respond to the international education marketplace, EQI’s efforts to 
manage such programs and school principals’ willingness to implement them, it was 
the view of school principals that the processes facilitating this were lacking. 
In response to such dissatisfaction from principals, RVISA developed a policy 
proposal outlining a range of school-based business models for managing international 
programs consistent with EQ neoliberal market agendas. Under this corporate strategy, 
four models were developed for review which ranged in their independence from EQI. 
One was described as a franchise model, “where basically the alliances or even a lead 
school acting for other schools would get ninety per cent of the fees but be responsible 
for recruiting, the marketing, the whatever” (P1, 2012, p. 2). An alternative model was 
described “whereby EQI would actually manage a school, and we’re talking about in 
those situations schools with say five to ten (international) students” (P1, 2012, p. 4).  
P1 recalled the resistance from EQ to this entrepreneurial policy proposal. This 
resistance signalled a shift towards centralisation of international program policy by 
EQI and away from independent local school management models. The alliance model 
finally developed in light of this resistance resulted in alliances (such as RVISA) 
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receiving sixty percent of international program fees and EQI being responsible for 
“higher level management but also the marketing” (P1, 2012, p. 2). As P1 reflected on 
RVISA changes over the 2004 to 2010 research period, he recognised a change from 
a proactive organisation to “in my terminology, a lobby group” (2012, p. 2) as 
processes of centralisation negated principals’ entrepreneurial approaches. P1 
recognised this change had resulted in “some confusion, quite frankly, about the roles 
and the alliances at the moment” (P1, 2012, p. 1). He resolved that the “alliance 
structure, I think, is on its way out” (P1, 2012, p. 1).  
P1 noted that, as time progressed, an increased emphasis on boosting higher 
levels of income from international programs and the resultant neoliberal corporate 
approaches of EQI created tensions between RVISA and EQ District Office. P1 
claimed that District Office wanted input into how international programs were 
managed but that officers lacked the required knowledge to contribute to this process. 
P1 asserted that, historically, the role of District Office with regard to international 
programs had “essentially been non-existent” (P1, 2012, p. 2). According to P1, 
tension grew from district staff “because they are responsible for schools, they should 
have direct input into international programs and how they’re managed by schools” 
(P1, 2012, p. 2). However, P1 indicated that District Offices lacked “any real capacity 
[to manage international programs]” and further, there was a “lack of knowledge by 
some people including some past Regional Directors as to their capacity to actually 
direct what schools can or can’t do and how they do it” (P1, 2012, p. 2). The result 
was, as P1 put it, “a lot of confusion” surrounding the role of District Office 
involvement in international programs. In reflecting on the range of challenges facing 
leaders in Australian schools, Cranston et al. (2009a) encapsulated some of the 
predicaments for principals in terms of the need to reconcile “competing forces, 
broaden what counts for good schooling and broaden the way schools are organized 
and run” (p. 418). As further explained by P2, those principals who were members of 
RVISA were required to negotiate complex management relationships with EQI and 
District Office.  
Furthering this confusion, P1 reflected on the inconsistencies within 
Queensland’s education districts as the allocation of funding to schools across the state 
running international programs became an issue for District Office management. P1 
claimed “some regions didn’t want to know about international programs” (P1, 2012, 
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p. 2). He reflected on one particular district where there was debate surrounding “the 
amount of money going into international programs and whether or not schools had 
the right to manage that money themselves or should it be shared out amongst schools 
that did not have access to international programs” (P1, 2012, p. 2). P1 claimed that 
this district considered that international programs should fund ESL programs across 
all schools in the district, thereby reducing profitability to individual international 
schools and providing financial benefit to schools without international programs.  
According to P1, this response demonstrated “a lack of understanding of what was 
required at school level to manage an effective international student program” (P1, 2012, 
p. 3). These requirements included issues to do with staffing, marketing, the welfare of 
international students and academic implications to be managed. Bates (2012) 
recognised the challenges of balancing these factors, commenting “individual 
international schools  may serve several masters and embrace a variety of views as to 
the curricular purposes of the school” (p. 271). P1’s narrative indicated that while 
District Office could see the financial benefits of international programs, the bureaucrats 
at District Office lacked understanding of the programs or the neoliberal market agenda 
which framed them. Hence, RVISA principals were required to take what Cranston and 
Ehrich (2009b) termed an “advocacy role”, “offering input to policy development 
systematically as well as seeking to maximize availability to resources for their schools” 
(p. 124).  
P1 recognised a general shift within EQ towards centralisation during the period 
from 2004 to 2010. He claimed the concept of centralisation was “not just an EQI 
issue, it was endemic across Queensland Government agencies and departments” (P1, 
2012, p. 5). He described the dilemma of leading, administering and operating a school 
as a business and the challenges of competing against private businesses from within 
a public sector organisation. P1’s narrative, and an analysis of participant semi-
structured interviews in Chapter 5, revealed his approach to managing the range of 
complexities associated with the implementation of international programs also 
required effectiveness in the management of others. Peters’ (2001) observation that as 
a neoliberal discourse develops it emphasises an entrepreneurial style of self-
management whereby a “shift characterised as a moving from a ‘culture of 
dependency’ to one of ‘self-reliance’ ” (p. 58) occurs was applicable to P1’s leadership 
at the site school. Over the duration of his Principal leadership at Green Valley State 
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College, P1 increasingly drew from entrepreneurial approaches to managing 
international programs and he encouraged key staff members to support him in this 
process.  
P1 described, “what’s been happening with EQI reflects the tension of a 
government agency trying to act openly in what is essentially a private market 
situation” (P1, 2012). He was disappointed with the government response to this 
tension, stating “I don't think government agencies or government departments have 
successfully resolved that dilemma” (P1, 2012, p. 5). P1’s comments reflected the 
policy complexity presented by the implementation and governance of international 
programs in a government school that was required to balance multiple layers of 
governance (EQ, EQI, District Office, RVISA) whilst also operating as a public sector 
organisation in a global marketplace. When questioned further about this complexity, 
P1 stressed the pragmatic nature of the decision-making to lead and administer at the 
local school level given:  
. . . the connections between the school and EQI and district and regional and 
EQ itself. The policies are there and schools have to align but it’s what the 
schools do at a local level that made things happen or not. (P1, 2012, p. 7) 
P1 identified the link between international programs and Asia literacy at an EQ 
level as nominal. He considered that neither international programs nor Asia literacy 
were District Office priorities and that “decision-makers” at District Office had not 
identified a link between the two elements. From a district perspective, P1 explained, 
“nominally schools are expected to align their international programs with their 
strategic plans and to make them part of their tri-annual school reviews and the in-line 
management for that is at regional level” (P1, 2012, p. 5). With reference to justifying 
the use of the term “nominally”, P1 stated that international programs were dependent 
on the direct management of that program in schools, not on plans submitted to District 
Office. P1 was also questioned about EQ’s mandated requirements for state schools to 
deliver LOTE18, specifically to ascertain if there were synergies between offering an 
Asian LOTE and the development of Asia literacy in the curriculum. P1 responded 
that “unfortunately most schools have justified the [need for] mandated requirements 
                                                 
 
18 In 2010, EQ mandated that 90% of state schools would teach languages to years 6, 7 and 8 by the 
start of 2011 (Queensland Government, 2010c). 
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for their strategic plans” (P1, 2012, p. 5) and implied that Asia literacy was not 
identified. 
As noted, international schooling agendas were enacted under the auspices of 
EQI and annual compliance checks formed part of the regulatory function of EQI’s 
reporting requirements. According to Cambridge (2002), “the establishment of quality 
standards through accreditation [in international education] constitutes an important 
part of the franchising process” (p. 231). P1 was further questioned about a line item 
in the EQI accreditation process regarding internationalising the curriculum and 
potential links to Asia literacy, and he acknowledged that “schools do have strong 
LOTE programs, [and] they do foster international education within their curriculum” 
(P1, 2012, p. 5). P1 did not provide an explanation as to how the curriculum was being 
internationalised in the case school when asked. Clearly, while the EQI accreditation 
process is explicit, the degree to which implementation occurs is very different. P1 
explained the dynamics of compliance to EQI regulation:  
The problem that stems from that is that whether or not that is just 
documentation that sits on the shelf, simply compliance documentation, or 
whether or not it is really fostered at regional level and internally also fostered 
at the local school level. You can have the documentation but it doesn’t 
necessarily mean to say that it’s happening. Nor does it mean to say that region 
is actually checking on the accountability. (P1, 2012, p. 5)  
While P1 identified a policy requirement to link international programs with 
internationalising the curriculum, the reality reflected a token connection at best. 
Further, the development of processes for monitoring policy implementation in terms 
of internationalising curricula in schools where international programs were offered, 
at both District Office level and EQI, was a low priority. Nevertheless, P1 considered 
the linking of international programs with Asia literacy as was identified in the 2009 
SAR at Green Valley State College was a sign that some steps had been implemented 
to achieve this. However, as this research project reveals, P1’s understanding of 
internationalising the curriculum and the implementation of Asia literacy was limited 
in relation to the examination of the literature around these concepts. In the next 
section, the findings from a semi-structured interview with a Principal closely 
associated with the College and who played a significant role in RVISA are discussed. 
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4.3.2 P2 (Chair of the Rainbow Valley International Schools Alliance)  
P2 had been the Principal of a state school conducting international programs 
and had also served as Chair of RVISA, which included the case school. While retired 
at the time of interview, P2 held these positions during the research period from 2004 
to 2010. P2 was purposively selected for this research project because of his experience 
in a school similar to the case school and for his leadership role in RVISA, which 
included the membership of the case school Principal. Given these links, it was 
assumed at the outset of the semi-structured interview that P2 would be well placed to 
comment on this formative and rapid period of implementing international programs. 
As Pan (2013) claimed, “where we are and who we think we are often determine the 
vista from which we view other things” (p. 77). Questions were directed regarding the 
development of EQI and RVISA, the role of District Office and the linking of LOTE 
to international programs. Analysis of interview data suggested that P2 adopted a 
neoliberal social imaginary in his approach to implementing international programs 
and that his perspective aligned with the corporate agenda of DET’s Strategic Plans.  
This section is divided into two components. The first analyses P2’s responses to 
RVISA, EQI and District Office policy pressures on the development of international 
programs as well as his thoughts about the EQI centralisation process. Planning and 
communication processes emerged from P2’s reflections on EQ pressures on policy 
development for international programs. The second subsection focuses on the 
development of international programs within P2’s school. It also analyses P2’s 
reflections on the development of international programs at his own school in 
comparison with P1’s reflections on the approaches at the case school.  
EQ policy pressures on the development of international programs  
As noted earlier, RVISA was conceptualised by P1 as a bottom-up approach to 
dealing with policy implementation and he envisaged it in terms of principals’ lobby 
group which provided policy input to EQI. By contrast, P2 described the development 
of RVISA as “a loose gathering of all the principals who were involved with existing 
[international programs] or some who might want to get involved” (2012, p. 1). P2 
added that, at its inception, RVISA also provided “a professional development aspect” 
(P2, 2012, p. 1) for principals in terms of the management of international programs. 
When asked whether this was an initiative of EQI or the principals, he commented “I 
think it came out of a discussion with EQI” (P2, 2012, p. 1). Hence, the development 
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of RVISA from P2’s perspective reflected the acceptance of EQ’s corporate decision-
making and its devolutionary approach to pushing back authority for implementation 
processes to schools. Starr (2009) suggested that devolutionary emphases are 
representative of neoliberal structural reforms to education policy-making and 
implementation. 
There was also a contrast in both principals’ perspectives about the nature and 
purpose of international programs. P1 considered the implementation of international 
programs in terms of the opportunities they presented in prompting change in the case 
school. Data analysis suggested P2 consistently reflected a corporate focus which 
aligned with EQ’s export framework. His view was that the principals of schools “owned 
the business [of international programs]” (P2, 2012, p. 2). P2’s conceptualisation of 
international programs as a business raises concerns for educators about “transforming 
education into a product that can be bought and sold like anything else” (Davies & 
Bansel, 2007, p. 254). P2 also acknowledged the influence of a Principal who was a 
“fairly rampant businessman” (P2, 2012, p. 7) in leading the process. Such contrasting 
perspectives indicate what Hornqvist and Leffler (2014) have identified as a tension 
“between economic and pedagogic understanding of leadership” (p. 254) and this was 
evident in P1 and P2’s attitudes towards international programs.  
Like P1, P2 referred to the school-based business models proposed by principals 
at RVISA meetings and discussed in 4.3.1. During the second period, P2 claimed schools 
received seventy to eighty percent of the gross income of the international students. A 
portion of the remainder of this funding was retained by RVISA to support the 
administration of its office, including rental office space and staffing costs for processing 
applications and enrolments. P2 reflected on the difficulties of this period, stating “we 
had to fight hard to get that [office in EQ facilities] and we had to pay for that, lease it” 
(P2, 2012, p. 5). He claimed that because of these arrangements, “it was certainly the 
view of principals and the view of EQI, it was our business” (P2, 2012, p. 2). Cerny 
(2004) observed under a neoliberal approach it was “necessary to design and to establish 
institutions and practices that are market-based and market-led” (p. 7), and this was 
clearly evident in the development of RVISA. 
Initially the principals who were RVISA members resisted the responsibility for 
managing RVISA funds directly, given the large amounts these entailed. For example, 
P2 noted “the budgets were actually four and five times our school budgets” (P2, 2012, 
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p. 5). However, the formalising of the process of administrative control and 
establishment of the RVISA office meant “the next stage in the evolution was that we 
[alliance principals] got total control” (P2, 2012, p. 4). Accordingly, the RVISA office 
appointed staff, conducted regular audits and managed all related financial matters: 
I suppose in those days EQI saw our office as a little bit of something they 
could control. And because there were troubles with the books previously we 
had it audited two or three times a year just to make sure it was going okay. 
And we thought that was pretty successful. When it was really humming our 
central office was working really well. We had about eight staff in there. (P2, 
2012, p. 5) 
As the RVISA principals asserted control over their international programs 
through the alliance, a power struggle emerged with EQ and District Office. P2 
claimed the District Office Regional Directors were sidelined with regard to 
international programs, stating they “didn’t actually have involvement and they 
weren’t my managers for it” (P2, 2012, p. 2). P2 claimed Regional Directors could see 
an increasing power base emerging as RVISA’s market-driven approach generated 
“lots of money [and schools were] able to do things that other schools couldn’t do” 
(P2, 2012, p. 3). Further, he described tensions arising from line management of 
international programs, with Regional Directors having their “noses out of joint” 
because the operations were considered “independent of the department” (P2, 2012, p. 
2). The decentralised growth of international programs and the principals’ agency 
served to create tension with both EQI and District Office as they negotiated the 
management of those schools which had adopted market solutions to funding 
shortfalls. This tension reflected the complexity of managing schools with 
international programs, and specifically the juncture of education policy and neoliberal 
approaches (Cambridge, 2002; Rizvi & Lingard, 2010). The impact of limited funding 
in public sector schooling with entrepreneurial business models (Zajda, 2010) is 
illustrated in P2’s recollections of interactions with his regional managers. This 
complex interplay also highlighted further that principals such as P1 and P2 required 
entrepreneurial skills to manage relationships with their supervisors who lacked 
corporate knowledge of the business of international programs. 
P2 identified high levels of frustration with District Office over the lack of 
understanding about what international programs entailed and how they needed to be 
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managed. He claimed that the District Office staff had “no idea of the cash flow, no 
ideas of the HR [human resource] implications or the student implications, or the 
implications for the school, the students, the parent community” (P2, 2012, p. 9). P2’s 
description of such lack of support and direction from District Office, while at the 
same time it exerted pressure on principals for a range of educational outcomes, 
indicated that principals need to exercise assertive leadership in steering their schools 
in unstable economic times. As Cranston and Ehrich (2009b) put it, under “a myriad 
of external pressures for change and shrinking resources, school principals have 
emerged as central players who have the responsibility to lead their schools toward an 
uncertain future” (p. 124). P2 explained the implications of the lack of engagement by 
this level of management:  
I think that’s probably one of the weaknesses of the way in which the program 
grew was that there wasn’t that involvement of that level within the 
department, to sort of mesh with the alliance. I mean if we’d have had better 
lateral communication with Regional Directors and District Offices there 
would at least be another level of support for us because, if I went to see the 
Manager of Ed Services about something, one of my kids, he’d just say “oh 
piss off, don’t tell me anything about that, go away. You know I don't do 
international kids”, which would be fair enough, he didn’t do international 
kids you know. (P2, 2012, p. 9) 
P2 claimed the Regional Directors consequently held minimal interest in 
international programs as they had limited control, “because [it was] nothing to do 
with them, they got nothing out of it” (2012, p. 10). He elaborated “you know they 
didn’t know or understand, I mean in many cases, well in some cases I should say, 
probably didn’t want to because why would they? It’s no advantage for them” (2012, 
p. 10). This comment was particularly relevant as it contradicted the state priority on 
internationalisation and the national emphasis on fostering on Asia literacy and 
intercultural understanding in school curricula. Rizvi (2013) described the dynamics 
facing state education systems that were “increasingly located within various webs of 
global and regional networks that not only challenge the traditional authority of the 
state, but also require the state to perform new functions of policy coordination and 
the development and delivery of programs” (p. 183). The undervaluing of international 
programs by District Office was reflected in the recruitment of principals to 
international schools. Despite the complexity and risk involved in international 
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programs, experience leading these programs was not considered in the appointments 
of principals to specific schools. As P2 explained, “even though they talk about 
motivational fit and what have you, international students would be only a very small 
part of that fitting” (P2, 2012, p. 9).  
Responding to power struggles with District Office and their lack of interest in 
and understanding of international programs, RVISA principals sought to develop a 
closer relationship with this level of management. P2 recalled efforts to engage with 
Regional Directors through the accreditation process, providing them a role to 
“endorse the schools that wanted to be involved” (P2, 2012, p. 7) in international 
programs. The involvement of District Office consequently increased over time as 
more schools registered for international programs and embarked on the international 
accreditation process. During this time, tension also emerged between EQ and EQI, 
compounded by EQI’s neoliberal and corporate managerialist approaches and EQ’s 
lack of understanding of international programs.  
EQI was considered as separate to EQ “because they have to pay their own way” 
(P2, 2012, p. 10). This created pressure for RVISA principals who were developing a 
“sustainable development mindset whereby both business and educational 
perspectives could be advanced simultaneously” (MacDonald, 2007, p. 159). P2 
recalled the lack of compatibility between the two departments, stating: 
you’re out here and you’re dealing with EQI but at the same time you’re 
dealing with EQ. And EQ and EQI weren’t good bedfellows for a while either 
because EQI was seen as a government business . . . but that’s not the business 
of government. (P2, 2012, p. 10)  
P2’s comments highlight the impact of conflicting discourses and values in 
education policy development. These internal conflicts for school administrators have 
been summarised by MacDonald (2009) in terms of the following: “while the business 
side of an international school is absolutely vital and requires specific management 
acumen to administer, one can probably assume that it is of secondary focus in the 
minds of most educational leaders” (p. 87). 
Findings from the literature review and data from the research identified an 
inconsistency in the conceptualisation of international programs, influenced by state 
government operating with a market agenda. The literature review revealed 
international education in Australia was full of contradictions as some schools actively 
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sought to develop international mindedness and internationalise their curricula, whilst 
other schools self-branded as international and adopted programs in the most 
superficial way to secure funding. Another group of schools gradually embraced the 
cultural changes that occurred during implementation as domestic and international 
students engaged with each other (section 2.5). The findings from the data mirror this 
uncertainty as international programs were variously conceptualised as neoliberal and 
corporate (by P1, P2 and RVISA), as a change agent (P1), as a means to support 
intercultural understanding and claims to Asia-literate approaches (by relieving 
Principal, mentioned in section 4.2), and with confusion and lack of interest (District 
Office). 
The development of the international programs at the case school was subject to 
market forces outside the scope of the school’s influence, as high volumes of Asian 
international students participated. Codrington (2004) identified the tensions that occur 
with a business in education, stating “different approaches simply reflect the different 
priorities of profit-driven businesses and corporations on the one hand, and international 
schools on the other” (p. 177). These tensions were further complicated by the operation 
of international programs within the public sector. While P2 adopted a corporate 
approach consistent with the DET Strategic Plans, he also conceptualised wider social 
and academic benefits of international programs, consistent with P1 and the case school 
plans and reports. Gurr et al. (2006) claimed the core values and beliefs of a Principal 
inform their “decisions and actions regarding the provision of individual support and 
capacity building at the school level, including school culture and structure” (p. 379). 
The diversity in conceptualisation was exemplified by both the principals’ approaches 
to distribution of funds from international programs. P2, corporate in his attitude to 
international programs, adopted a consultative approach involving staff in decision-
making processes. P1, who viewed international programs as a vehicle for change in the 
case school, made no mention of involving staff in decision-making about the 
disbursement of profits. The reaction of staff at the case school to this approach is 
explored in Chapter 5. 
The interview data from P2 revealed that decisions made by EQI about the 
percentage of profits from international programs in schools eventually undermined 
the autonomy of principals and the effectiveness of the RVISA alliance as a form for 
managing international programs.  This was because over time, EQI demanded an 
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increased share of the profits which resulted in less funding for schools.  P2 referred 
to this as a “great pity” (P2, 2012, p. 9) and noted the irony of the fact that schools 
were not rewarded with increased funding even though they were implementing 
international programs effectively.  The centralisation processes by EQ also served to 
reduce the role of international school alliances. Though retired by the end of the 
research period, P2 lamented that alliances such as RVISA now functioned “in name 
only” (P2, 2012, p. 9) and that “they’ve recentralised all the enrolment processes and 
all the student management stuff now goes back” (P2, 2012, p. 9).  
The development of international programs 
This second subsection details findings from P2’s reflections in relation to his 
leadership of international programs at his previous school during the research period 
of 2004 to 2010. P2 commented on the multiple benefits provided to his school through 
international programs and his narrative provides a point of comparison with the case 
school. P2 identified financial, academic (both performance and curriculum offerings) 
and social capital benefits in the form of employment and travel opportunities. 
International programs at P2’s school grew from an initial “6 kids on a Commonwealth 
program [to] within three years we had 32 kids” (P2, 2012, p. 5). He channelled 
financial profits into “a development budget into which Heads of Department would 
bid for a share of the funds” (P2, 2012, p. 5), a transparent approach to funding 
disbursement which he claimed could be worth up to $120 000.  
According to MacDonald (2006), school leaders are “normally at the centre of 
the tension between the schools’ educational goals and the requirements for sound 
fiscal management” (p. 211). P2’s leadership in decision-making about funding 
confirmed he was at the centre of school-based change as he employed the funding 
from international programs to finance a range of improvement strategies in his school. 
For example, P2 spent international funding on administrative support, directly 
targeted at improving student absenteeism. At this stage, P2 estimated his school was 
receiving in excess of $250 000 per year and “would easily be clearing in the good 
years, probably three or four good years, easily $150 000, $180 000 out of the program 
[per annum]” (P2, 2012, p. 6). P2 consistently reflected on the financial benefits of 
international programs throughout the interview, but also explored unexpected wider 
benefits. The decision to fully integrate international students into the school’s existing 
systems had positive impacts on academic competitiveness and student performance: 
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. . . and if one of them was good enough to knock off one of ours . . . see that 
was my real concern. We weren’t a strong academic high school and never 
will be, never have been. And my concern was the international Chinese kids 
would come in and they’d just piss all over us you know. And the staff said 
well let it be. If that’s what happens that’s what happens. So we did you know 
and sure in the early days the international kids did win all of the 
science/maths prizes but in time what happened is that it also lifted the 
performance levels of our own academic kids. (2012, p. 12) 
While P2’s vision for international programs lacked the extra-curricular 
emphasis on fostering student engagement, and the claims to Asia literacy evident in 
P1’s interview, P2 did identify a value-added dimension provided by the introduction 
of a Chinese LOTE – Mandarin. P2 claimed “the biggest impact on LOTE was that 
international programs kept some LOTE programs, including my own, going” (2012, 
p. 10). These approaches were typified as a “back door mode of making policy” (Lo 
Bianco & Slaughter, 2009, p. 16) influenced by commercial principles. P2 explained 
that Chinese as a language was effectively sustained and subsidised by international 
programs, stating “if it wasn’t for the Chinese kids [international students] that we had, 
I wouldn’t have had a Chinese [LOTE] program, absolutely no way in this world” (P2, 
2012, p. 11). When pressed as to reasons for the dependency on Chinese international 
students, P2 claimed their inclusion made the class sizes financially viable, explaining 
“we might have had six of our own kids in [Year] 11 and 12 combined that wanted to 
study Chinese which I couldn’t afford to run a class for, but you [put] through fifteen 
Chinese kids in a composite class [it’s] no trouble at all. We still run composite 11/12 
Chinese” (2012, p. 11). P2 viewed this experience as representative of what was 
happening in Mandarin LOTE programs in other Queensland schools, stating “I think 
you’ll find in many cases, in many schools even some of the bigger ones, I’d be very 
surprised if they have a strong LOTE program without their Chinese kids. I doubt 
they’d have a Chinese program at all without the Chinese kids” (P2, 2012, p. 11).  
The inclusion of Chinese LOTE at P2’s school was not related to developing an 
Asian language capability in domestic students, but rather, servicing Chinese 
international students. This development was significant as it reflected market-dictated 
education in the form of international programs. It was hardly surprising Quiggan 
(1999) argued the adoption of such neoliberal policies was in response to the state’s 
failure to deal with fiscal crisis. Almost 10 years later, the national goals for schooling 
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identified in the Melbourne Declaration (MCEETYA, 2008) were framed in the 
context of competing “in a global economy”, taking “advantage of opportunity” and 
ensuring “the nation’s ongoing prosperity” (p. 4). These themes were also reflected in 
the Australia in the Asian Century White Paper (Australian Government, 2012), which 
identified education as a “pillar of productivity” and strength from which Australia’s 
prosperity could evolve. The practical impact of funding shortfalls on wider 
curriculum selection in both P1 and P2’s schools was significant. The inclusion of 
international programs resulted in a widening of timetable options as exemplified by 
the inclusion of Maths C and Chinese in the case school curriculum. However, P2’s 
curriculum decision-making in this case seemed to lack any reference to domestic 
students or increasing their intercultural understanding and international mindedness 
and it made no links to developing Asia literacy in the curriculum.  
The undervaluing of the link between LOTE and international programs was 
evident in the reflections of both principals in completing EQI compliance 
documentation. Neither of the interviewed principals demonstrated the proactivity of 
the relieving Principal (mentioned in section 4.2) in their approach towards LOTE, 
despite high numbers of Asian students involved in their international programs. While 
P1 and P2 acknowledged the EQI accreditation requirement that international 
programs and LOTE should align, this alignment was noted as being nominal by P1 
and reflected a disparity between compliance response and reality. Indifference 
towards Asia literacy was also reflected in relation to EQ-mandated LOTE 
requirements, which P1 claimed were not actively embraced.  
Despite P2’s corporate paradigm, he also acknowledged the impact of 
international programs on his school’s culture stating “they [international students] 
softened the culture of the school” (P2, 2012, p. 12).  He identified that an international 
program “changes the nature of schools” (2012, p. 11), using his school as an example, 
and claimed a process of engagement with Asian international students had a 
significant impact on domestic students. P2 explained, “the changes that came about 
in that school, some of them were due to [other factors], but a lot of it was due to the 
impact of our international kids . . . on our domestic kids” (P2, 2012, p. 11). 
P2 detailed five key areas where the integration of international programs had 
impacted upon domestic students and softened the school. First, P2 believed the 
inclusion of international students broadened domestic students’ global philosophy 
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and career aspirations. Second, P2 claimed the inclusion of international students also 
exposed students to different socioeconomic classes, claiming “they could see kids, all 
be it from mostly wealthy backgrounds” (2012, p. 12). Third, P2 considered the 
inclusion of international students provided global opportunities for students that 
would impact them for a lifetime, stating “getting exposed to opportunities outside 
their home country meant that was actually a possibility for them although it would be 
in a different context and maybe later in life” (2012, p. 12). Fourth, P2 found the 
inclusion of international students improved tolerance within his base school. He 
argued that “racial vilification never seemed to be a problem and I think the 
international program had a hell of a lot to do with that”, claiming it resulted in “much 
greater tolerance” (P2, 2012, p. 12). Last, P2 acknowledged a decrease in student 
violence which he attributed to the inclusion of international students. P2 claimed that 
“violence was a significant problem when I first went there” (2012, p. 12) and he 
attributed a decrease in tensions to the inclusion of international students. However, 
he couldn’t identify why this occurred, stating “it just didn’t happen as much and I 
don’t know why” (P2, 2012, p. 12). Lo Bianco and Slaughter (2009) advocated the 
advantages of intercultural dialogues through daily lived experiences. When asked 
how the international students contributed to culture change in his school, P2 reflected:  
Was it due to the leadership or to the staff unity, to the ideas program, to the 
fact that you know we had boys and girls talking on parade [school assembly] 
about where they come, the international kids? And some of them you know 
from very wealthy backgrounds and some of the kids were not so wealthy I 
suppose. But it helped change the culture. (P2, 2012, p. 12) 
Significantly, P2 made no reference to the development of cultural capacity in 
domestic students through the inclusion of international students. The presence of 
international programs in schools provides natural contact and educational 
relationships with Asian students within a local setting, developing Asia literacy in the 
community by osmosis. However, one of the multiple benefits offered by an 
international program to building people-to-people relationships is the potential to 
deconstruct stereotyped views of the “other”. Kostogriz (2013) described a hospitable 
form of education as requiring “a radical openness and responsibility to the ‘other’ as 
the very idea of hospitality implies that the ‘other’ be welcomed as a human being, not 
as a stereotyped ‘other’ ” (p. 91). He contends that this type of relationship could be 
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achieved via engagement with Asian international students in Australia. Furthermore, 
the people-to-people encounters offered by international programs have the potential 
to prompt deeper and broader relationships, as the White Paper noted, “improving 
people-to-people links can unlock large economic and social gains” (Australian 
Government, 2012, p. 252) and “links formed through study are another important 
channel for building people-to-people relationships” (p. 264).  
Both principals identified international programs as contributing to cultural 
change in the school. P1’s approach to international programs was based on his 
conceptualisation of previous success and capacity to create organisational change at 
a previous school. However, at the case school he encountered resistance to 
international students by some staff which was compounded by a perception that 
students in international programs received special treatment. Such resistance aligns 
with Rizvi, Lingard, and Lavia’s (2006) observation that in a globalised, neoliberal 
environment, educational sites often depict cultural dissonance. In contrast, P2’s 
school appeared to embrace international students, perhaps because P2 heeded the 
feedback from his staff to treat them the same as domestic students.  
The different perspectives brought by P1 and P2 may reflect differences in 
response to Rizvi et al.’s (2006) assertion that education is “a site where legacies of 
colonialism and the contemporary processes of globalisation intersect” (p. 257). P2 
explained the culture of his school was that “the international kids were treated equally” 
(2012, p. 12), an ethos significantly informed by feedback from P2’s staff. He recalled 
that when he proposed separate academic awards for international students, staff had 
countered this with the suggestion of one award system for all students, claiming they 
didn’t want the international students to have favoured attention. He reflected that he 
“took it to the staff and said, whatever you want to do is what we’ll do, and 
overwhelmingly they wanted to see those kids integrated with their own kids” (P2, 2012, 
p. 12). This comment contrasts with P1’s reflections of resistance by staff at the case 
school. The response of staff at P2’s school to international students was one of inclusion 
that reached beyond economic benefits. Such inclusion was detailed in the Australia in 
the Asian Century White Paper (Australian Government, 2012) as an advantage: 
“Cultural connections across a range of areas can be powerful forces for bringing people 
together” (p. 269). A deeper understanding of Asia literacy provides a basis for 
enhancing these cultural connections.  
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The contrast between the processes of engagement with Asian international 
students at the case school and P2’s school may be related to differences in 
philosophical approaches and leadership styles. P2 was openly neoliberal in his 
approach, whereas the economic benefits of international programs in the case school 
were downplayed by P1. Despite P1’s sensitivity to the potential for financial benefits 
to create tensions amongst staff, his approach was nevertheless met with resistance by 
some staff. Conversely, P2 openly embraced financial benefits and then involved staff 
in their distribution and did not meet with the same resistance. The resistance 
experienced at the case school is further analysed through the participant semi-
structured interviews in Chapter 5. The impacts of profit maximisation (MacDonald, 
2009) and cultural homogenisation (Cambridge, 2003) are also considered to cast light 
on this resistance.  
The lack of policy consistency in conceptualising Asia literacy at different levels 
of governance represented a challenge to achieving international mindedness, 
intercultural understanding and Asia literacy in schools. The Melbourne Declaration 
reflected corporate urgency: “Global integration and international mobility have 
increased rapidly in the past decade. As a consequence, new and exciting opportunities 
for Australians are emerging” (MCEETYA, 2008, p. 4). However, as noted, DET 
Strategic Plans made no reference to Asia literacy either before or after the release of 
the Melbourne Declaration. A reference to Asia literacy would be expected 
considering the obligation of state education ministers to the goals of the Melbourne 
Declaration, the significance and potential of the Asia economic market and EQ’s 
export commitment to international programs (sections 2.4, 4.1.2). Further, the 
significance of Australia’s strategic positioning in the Asia region was reiterated as a 
whole-of-government priority and detailed in the Australia in the Asian Century White 
Paper (Australian Government, 2012). Despite Halse’s (2013a) assertion that “it is 
necessary and timely for Asia literacy in schools to attend to building understandings 
of Asia within Australia” (p. 72), both P1 and P2 identified a link between international 
programs and Asia literacy but failed to identify ways in which intercultural 
understanding and international mindedness could be enhanced by Asia-literacy 
programs. Further, there was no evidence that P1 or P2 understood the term as anything 
more than Asian awareness. There was minimal evidence of programs to develop 
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cultural literacy or enhance cultural understanding using the resource of international 
students at the case school or P2’s school.  
Relevant professional development opportunities were identified in the case 
school’s strategic plans to provide cross-cultural training for staff, and an outbound 
trip to Japan was conducted in 2008. However, while there was a recognised value in 
the exposure of domestic students to international students from Asia, there was little 
identified by way of proactive cultural sharing. The lack of realisation of the 
opportunity presented by Asian international students reflects an ambivalence which 
is further explored in participant semi-structured interviews in Chapter 5. This 
potential contrasts to the Melbourne Declaration (MCEETYA, 2008) aim for students 
to be “able to relate to and communicate across cultures, especially the cultures and 
countries of Asia” (p. 9). Compounding the absence of EQ policy direction was a lack 
of cultural understanding and dismissiveness by some teaching staff at the case school 
towards cultural literacy, possibly reflecting embedded colonialist perspectives. This 
is also further explored in Chapter 5.  
Similarly, the policy trajectory of the NALSAS funding for Asian language 
teaching from Commonwealth, state and local level was inconsistent and complicated. 
At the case school, Japanese LOTE development was supported through international 
programs rather than government support for Asian LOTE, at the relieving Principal’s 
initiative. Pang (2005) identified this disconnect, stating “paradoxically, the defunding 
of NALSAS strategy is in direct contrast to Australia's billion-dollar international 
education links with China, Korea, Japan, Indonesia and other Asian countries from 
where the industry diligently sources its students” (p. 179). P1 acknowledged the 
receipt of Commonwealth grants to enhance LOTE delivery by offering Chinese at the 
case school. These grants were a positive incentive offered by the Commonwealth 
Government language education policy and reflected the way “school and jurisdiction-
based initiatives and priorities and their varying responses to Commonwealth and state 
initiatives further complicate this already complicated picture” (Lo Bianco & 
Slaughter, 2009, p. 27). The relieving Principal included significant advances in 
Japanese LOTE in local policy documents, while P2 made reference to the provision 
of Chinese as a curriculum offering. 
P2 was asked to reflect on EQI’s accreditation process, specifically the reference 
to internationalising the curriculum. He responded “that was always an interesting point 
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in the accreditation process about having an internationalised curriculum because no one 
was ever able actually to tell us what that meant” (P2, 2012, p. 11). P2 was uncertain 
why this item was included in the accreditation process. He highlighted an ambiguity in 
the process, stating “one of the recommendations was that we strengthened . . . the 
international content in our programs. I still don’t know what that means” yet “it never 
used to worry me because we still got accredited” (P2, 2012, p. 11). This comment 
reflected an inability of P2 to engage with the larger vision of the Melbourne Declaration 
while undertaking internationalisation largely due to financial benefits of international 
fee-paying students.  
4.4 CHAPTER SUMMARY 
The research into the development of international programs and Asia literacy in 
the case school identified engagement with processes that reflected what Rizvi (2012) 
referred to as globalisation from above and globalisation from below. He noted:  
The Australian encounter with the Asian century needs to engage with both 
the globalization from above, expressed in practices promoted by large 
corporations and powerful states and globalization from below, embedded in 
the cultural practices of Australians living and working in Asia and those 
diasporic Asians who now call Australia their home, but retain synchronous 
links with their countries of origin. (p. 78)  
The data indicated globalisation processes from above were identified in EQ’s and 
then EQI’s neoliberal corporate approaches to marketing international programs. 
Examples of globalisation from below were identified in the engagement with Asian 
international students at a local level in the case school by both teachers and students. 
The engagement of staff in international programs, as a result of globalisation 
processes, prompted a series of changes at Green Valley State College and realised a 
range of benefits.  
The findings presented in this chapter noted that EQI failed to recognise the 
advantages of globalisation from below in the form of preparing Australian students 
to engage with international students from Asia. There were no links in EQ or EQI’s 
policy agenda for international programs to be accompanied by a school-based 
curriculum in the host school that incorporated teaching and learning about the 
peoples, cultures and histories of the countries of the Asia region. Neither were there 
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corresponding emphases on fostering intercultural understanding and international 
mindedness. Yet these agendas had been flagged under the catchcry of “Asia and 
Australia’s engagement with Asia” in the 2008 statement on national goals for 
schooling in Australia, the Melbourne Declaration. This lack of policy response 
resulted in potentially unrealised learning opportunities due to a failure to capitalise 
on the presence of Asian international students engaged in international programs. The 
lack of responses also indicated EQI’s positioning outside educational policy 
trajectories.  
This chapter has highlighted themes of globalisation and neoliberal market 
agendas from a document analysis of three sets of publicly available Commonwealth, 
state and case school documents, and from analysis of semi-structured interviews with 
two principals. The research indicated that international education was conceptualised 
as a product of globalisation and reflected a neoliberal market agenda. Further, a 
neoliberal metadiscourse dominated the ways in which international education was 
conceptualised at a state and local school level. This marketisation of education was 
evident in EQI approaches to selling of international programs and in principals’ policy 
responses to tensions around funding educational expansion in state schools. Findings 
indicated that principals participated in the RVISA to assist them in managing the 
business logistics and compliance measures required by offering international 
programs in state schools.  
Findings also indicated that, over time, international programs were gradually 
accepted in Green Valley State College and engagement with Asian international 
students at the school became more widespread. These processes produced a new 
awareness of the benefits of international programs that went beyond instrumental and 
financial gains, as P1’s strategy of using international programs as a vehicle for 
change, or synergy, at the College took shape. Hence, the theme of engagement with 
Asian international students emerged from the analysis. Chapter 5 provides further 
understanding of the implementation of international programs and Asia literacy from 
a postcolonial perspective through an analysis of seven semi-structured interviews 
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Chapter 5: Findings and Analysis from Interviews 
and Researcher Reflections 
The previous chapter, Chapter 4, explored how top-down processes of 
implementation (Birkland, 2010), impacted upon Green Valley State College. Chapter 
5 furthers the analysis and presents the findings that emerged from inductive and 
deductive thematic analysis of data gathered from semi-structured interviews with 
eight individuals (n=8) who were involved with the case school during the three key 
stages of the research period between 2004 and 2010 (section 5.1). In doing so, the 
chapter explores insights from these individuals who were policy receivers in an effort 
to understand how they responded to the Principal’s decision to implement 
international programs at the school. In terms of Ball’s (1994a) policy trajectory, these 
participants were operating in the context of policy as practice. Hence, a bottom-up 
(Birkland, 2010) perspective about the implementation of international programs and 
efforts to introduce Asia literacy at Green Valley State College was sought. Section 
5.2 then furthers this analysis by contextualising the findings through researcher 
reflections recorded in the form of a journal across this period.  
Data analysis occurred in two phases. During the first phase, data were interpreted 
and analysed to identify emergent themes; three significant patterned responses and 
meaning within the data set (Braun & Clarke, 2006) were identified. The first theme 
referred to gradual shifts in cultural awareness that took place at the site school in 
response to the presence of international students on the campus; these were classified 
under the theme of engagement with Asian international students. Within this theme, 
three sub-themes were evident, namely resistance, marginalisation and acceptance. The 
term “resistance” was used to encapsulate the attitudes and behaviours of some staff 
members, and some students, to the presence of international students in the school and 
their “marginalisation”, which was classified as the second sub-theme, in the school 
community. Whilst resistance also referred to those teachers who would not consider 
changing their practice to include studies of Asia in their subject areas (notably English 
and the Humanities and Social Sciences), it must be noted that staff at Green Valley 
State College were not provided with professional development opportunities to do this, 
nor was it prioritised by the College’s leadership team. The term “acceptance” was used 
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to classify the third sub-theme. Acceptance encapsulated those patterns in data ranging 
across positive and effective responses to engagement with international students. Some 
of the more positive aspects of acceptance in the data provided signs that international 
mindedness was emerging amongst some members of the school community. 
Collectively, these patterned responses indicated that aspects of the messy realities and 
complexities of implementation as espoused policy (Ball, 1993; Ball et al., 2011a, 
2011b) were enacted at the local school site. 
The second theme referred to the range of positive outcomes for the school in 
terms of its increased funding and profile, as well as signs of improved student 
academic performance, and was referred to as multiple benefits. The third theme, 
school-based administration and management, encompassed policy implementation 
issues at Green Valley State College. Three sub-themes of this theme included 
leadership, whole school planning and communication.  
The second phase of data analysis involved deductive analysis. It aimed to 
identify the underlying ideas, assumptions, conceptualisations and ideologies that 
shaped the semantic content of the data. This deductive phase of thematic analysis at 
the latent level (Braun & Clarke, 2006) drew from the literature on policy analysis and 
neoliberal social imaginary and from selected postcolonial theoretical constructs as 
detailed in Chapter 2. Such constructs were useful in analysing the culturally bound 
challenges of dealing with the Asian “other” through international programs and the 
failure to develop Asia literacy in the site school. In this context, postcolonialism 
provided insights into the gap between policy and practice. Consequently, this chapter 
analyses the semi-structured interview data through a postcolonial perspective. In all, 
data from seven semi-structured interviews (n=7) were analysed, as two of the 
participants who were previous students at the school were interviewed together. 
5.1 ANALYSIS OF INTERVIEW DATA FROM PAST STUDENTS, 
TEACHERS AND ADMINISTRATIVE STAFF 
Semi-structured interviews were used to capture participants’ observations, 
responses, reflections and perspectives of events as these occurred at three key periods 
within a seven-year time frame at the case school. These specific periods were from 
January to December 2004 when the development of international programs 
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commenced; from November 2007 to February 2008 when international programs 
substantially increased at Green Valley State College; and from December 2009 to 
May 2010. In this final period the school was appointed as an Asia Learning Centre. 
Taken together, findings from the semi-structured interview data provided a deeper 
understanding of the development of international programs and insights into the 
degree to which Asia literacy was developed in the school’s curriculum. Further, they 
provided insights into efforts to develop cultural acceptance at the case school from a 
variety of perspectives.  
This section discusses seven semi-structured interviews (n=7) which were 
conducted by an external interviewer during November and December 2011. Two 
participants (P4 and P5) were interviewed together whilst four teachers (n=4) and two 
administrative staff (n=2) were individually interviewed. As noted, the narratives of 
these eight participants (n=8) provide insights into the policy receivers and their 
“goals, motivations, and capabilities” (Birkland, 2010, p. 185). The findings from each 
of the semi-structured interviews are presented in turn and a brief contextual statement 
is provided to introduce each participant. At the end of this first part of the chapter, the 
findings are discussed and analysed collectively.  
5.1.1 P3 (Middle School teacher) 
The code P3 was allocated to a teacher who taught in both the Senior and Middle 
School at Green Valley State College for more than 15 years. P3 was purposively 
selected as she had been involved in the school’s international programs from their 
introduction and at one stage was based in the International Department19. As this 
section reveals, P3’s semi-structured interview data analysis indicates that she 
recognised the multiple benefits of international programs, that Asian international 
students met with marginalisation and resistance, and that a lack of whole school 
planning and communication about the introduction and nature of international 
programs affected staff in the case school. 
Multiple benefits 
P3 considered that international programs provided the school with an improved 
profile and direction, stating it “held it [the case school] up as a more reputable site 
                                                 
 
19 The International Centre was the administrative office for international programs at the case school.  
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around the area, you know that we had this international branch to the College and I 
think that actually led then to the school feeling that we were achieving things” (P3, 
2011, p. 2). With reference to the Principal’s (P1) decision to introduce international 
programs as a vehicle for change in the case school, P3 suggested that “it was certainly 
a great initiative and it was well received in the College and in the community and it 
was something that would be valuable to the College” (2011, p. 1). Indeed, P3 was an 
early adopter of P1’s entrepreneurial vision for change in the case school. She was 
persuaded by the range of positive benefits that the introduction of international 
programs offered, which ranged from securing more income for the school to making 
positive changes in the lives of the domestic students. P3’s reflections indicated that 
international programs impacted on young people in very positive ways, such as their 
personal development, and that international students also brought academic value to 
the school as many of them were high achievers. 
P3 also noted the benefit of bringing a global perspective to domestic students 
by putting “that international focus in student heads” (2011, p. 3). She made reference 
to the pragmatic benefits of Asian awareness, claiming it created opportunities for 
domestic students to widen their career aspirations and “to study abroad” (P3, 2011, p. 
3). Adopting this perspective, argued P3, allowed students to “see the value of 
international students and what they can contribute” (2011, p. 3). Such integration with 
the Asian “other” is essential for the progression of Asia literacy (Rizvi, 2012). P3 was 
an early adopter of change who embraced the notion that intercultural understanding 
about the Asia region could be fostered in the school well before it was formally (and 
incorrectly) identified in the third period in the 2009 SAR. An interesting finding was 
that P3 conceptualised the school’s changing profile in response to the implementation 
of international programs with reference to it as a “legitimate multicultural centre” 
(2011, p. 2). However, she was not able to elaborate on what she meant by the 
reference to multiculturalism. Furthermore, there were no indications that P3 
understood the term Asia literacy, nor were there any suggestions that she 
implemented intercultural understanding in her teaching. 
School-based administration and management 
P3 also noted the benefits of increasing funding which international programs 
brought to the school. She did not, however, elaborate on her thoughts about the 
disbursement of the profits secured through international fee-paying students, 
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indicating that while there was a general improvement in facilities, she could not 
“comment on what has happened financially” (2011, p. 3). This apparent lack of 
insight regarding allocation of international program funds within the school was a 
recurrent theme in other participant interviews. It suggested that whilst the Principal 
(P1) of Green Valley State College claimed he was committed to leadership (Gurr et 
al., 2006), and communicating with staff the benefits of international programs to the 
school, he was in fact not effective in conveying this to his staff. This finding is 
discussed later in the chapter.  
P3 acknowledged the school’s profile in international programs continued to 
develop during the second period, resulting in its recognition as a site able to deliver 
accredited, quality programs. Reflecting Ball et al.’s (2011a) assertion that 
“enthusiasm gets you noticed” (p. 635), P3 attributed the growth to the Head of 
Department: International’s (the participant researcher, PR) approach, claiming:  
He’ll get things get going [sic] and he has this vision and it’s fabulous. This 
was coupled with networking and raising the profile of the school, resulting 
in that the school grew in our identity as an international college and 
destination for students. (P3, 2011, p. 2)  
During the third period from December 2009 to May 2010, P3 noted the 
significance of the school’s branding as an Asia Learning Centre following the 
securing of funding from several Commonwealth and state sources. P3 attributed this 
to lobbying from key staff, such as the International Manager’s (PR) marketing, 
networking and entrepreneurial approaches. She identified the move to an Asia 
Learning Centre as a natural progression, considering “we’d gone through auditing 
once we’d established ourselves as an international college then we [could] actually 
look at this in the global scheme” (P3, 2011, p. 3). P3 had high hopes for what might 
eventuate from the establishment of this Centre at Green Valley State College. For 
example, she assumed there would be a shift towards practical understandings of 
learning about Asia in the curriculum, as encapsulated in the title of the Asia Learning 
Centre.  
Engagement with Asian international students 
P3 noted a slow start to the case school’s process of engagement with Asian 
international students, stating “initially it was very much a separate international 
school and . . . because it was so much that we had to deal with then it didn’t quite get 
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the integration, that came later” (2011, p. 1). The identification of marginalisation of 
Asian international students, a recurrent sub-theme in participant semi-structured 
interviews in this chapter, echoed Pang’s (2005) concern that “it remains to be seen 
whether teachers will easily adjust to the utilitarian views where they will teach or 
children learn because of national economic considerations” (p. 193). P3 identified the 
integration of the international program as a weakness during the first period from 
January to December 2004, stating “I don’t know that we actually got the integration 
component up as well as we could have” (2011, p. 1). During the second period from 
November 2007 to February 2008, P3 identified decreasing segregation of 
international programs and students and reflected there was “much more integration 
occurring between High School Preparation [HSP], international and mainstream 
students at the College” (P3, 2011, p. 2).  
During her semi-structured interview, P3 reflected that in a climate of 
globalisation, the international program and engagement with Asian international 
students allowed the case school to “look at new ways that we can open our students 
up into the global world of study and study abroad” (P3, 2011, p. 2). P3’s perspective 
and acceptance of Asian international students reflects Kostogriz’s (2013) notion that 
“Asia literacy, beyond knowledge, skills and understandings, demands openness to the 
‘other’ and a more ethical way of recognising differences” (p. 89). P3’s aspiration for 
the domestic students at Green Valley State College and her observations of “much 
more warmth and friendliness” (P3, 2011, p. 6) amongst both groups of students 
represented a significant shift in student thinking as she recalled her observation that 
previously they were “so focused in their narrow opportunities for study and travel and 
experiences” (P3, 2011, p. 3). P3 commented several times during her interview that 
she perceived the result of international programs as much greater engagement 
between Australian and international students at the College. However, ironically, 
apart from the introduction of LOTEs, there was no evidence that Asia literacy had 
been introduced into the school curriculum, despite the designation of the College as 
an Asia Learning Centre.  
Discussion 
P3 attributed the development of international programs at the case school in the 
first period to processes of globalisation, neoliberal agendas and the actions of key 
staff. She recognised that increased globalisation, in the form of international tourism, 
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had created a market niche for international schooling, and that the case school had the 
“ability to offer . . . the same or better service [as other schools] here” (2011, p. 1). 
P3’s assessment of the case school’s positioning to enter the international student 
market reflected her awareness that “structural reforms in education have been 
impelled by globalization and market economy imperatives, which have created 
corresponding shifts in public administration, including school leadership practice” 
(Starr, 2009, p. 21). She attributed the case school’s positive market response to the 
International Manager (PR) and his globalised framework, private sector experience 
in tourism, networks and entrepreneurial approaches. The entrepreneurial approaches 
by the International Manager were consistent with Ball et al.’s (2011a) description of 
policy entrepreneurs as  
. . . actors who originate or champion and represent particular policies. They 
are charismatic people and “persuasive personalities” and forceful agents of 
change, who are personally invested in and identified with policy ideas and 
their enactment. They recruit others to their cause to build a critical mass for 
change and to bring off policy enactments. (p. 628)  
Keung and Rockinson-Szapkiw (2013) assert that school leaders must persuade 
stakeholders such as parents, students, faculty, and school support staff of the 
educational value of specific activities and the potential for dynamic learning 
experiences in schools with international programs. While initially displaying 
uncertainty about the educational value of international programs, P3 went on to state 
that the accompanying broadening of cultural perspectives, which she termed as 
“multiculturalism”, provided “opportunities to develop . . . academically or across the 
curriculum” (P3, 2011, p. 4). These opportunities echo Tudball and Henderson’s 
(2013) “multiple strategies” for helping “students to investigate and engage with 
matters of mutual concern to Australia and the region” (p. 84).  
During the second period from November 2007 to February 2008, P3 
acknowledged the role of key individuals in prompting the growth of international 
programs. These key individuals included the Principal (P1), with international 
experience in government schools, and the International Manager (PR), with private 
business experience. Harris (2010) identified the involvement of key staff as a 
“contributor to organizational growth and success” (p. 57). P3 considered that the 
entrepreneurship and networking provided by these two key leaders created the 
 160 A Case Study of Implementing International Programs in One State School 
momentum which grew the school program and their persistence also helped address 
program challenges.  
She assumed the school’s new Asia Learning Centre would facilitate 
employment and travel opportunities for domestic students, and that the 
marginalisation of international students would decrease as domestic students became 
more accepting of students from Asia. P3 described this as “trying to change that 
philosophy of less segregation and more looking at opportunities” (P3, 2011, p. 3). 
P3’s observation that domestic students’ cultural capacity could be fostered in this way 
was emphasised by Halse (2013a) with reference to Asia literacy that is “constructed 
through intercultural connections and in relations with other cultures” (p. 72). P3’s 
observations of the shift in student perspectives leading to the acceptance of Asian 
international students could be attributed to a number of factors. For example, despite 
the fact that the implementation of international programs was primarily driven by 
instrumentalist goals and shaped through EQ’s and EQI’s neoliberal social imaginary, 
nevertheless, over time, students were motivated to exercise their own agency through 
integration and increased engagement and look to ways in which they could shape the 
development of meaningful encounters with the Asian “others” in their school. In this 
context, there were signs that a hybrid space was emerging at Green Valley State 
College where students were starting to find their own points of contact in a cultural 
interface (Nakata, 2008, 2010). In this sense, it was indicative of a localised response 
to the global – a push back up in response to globalisation from above.  
5.1.2 P4 and P5 (past students)  
P4 and P5 were two students who had graduated from Green Valley State 
College and who volunteered to be interviewed together. These Australian students 
were of Asian heritage and enrolled at the case study school in 2006 in Year 8. Both 
had been involved in the International Student Ambassador20 (ISA) program over the 
course of their schooling years, and both had leadership responsibilities within 
international programs in their final year of schooling. Their appointment as leaders in 
this program was based on leadership capacity and not ethnicity.  Across the second 
                                                 
 
20 The International Student Ambassador program was unique to the case school and involved 
domestic students in the Middle and Senior School training as tour guides to look after international 
visitors to the school.  
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time period, during 2007 and 2008, these students were in Years 9 and 10 and 
continued to be involved in the ISA program. The ISA program involved 
approximately 20 domestic students who reflected the mainly monocultural population 
of the school. In the final period (2010), P4 and P5 were in Year 12 and undertook 
leadership roles in international programs as international captains, a role which 
oversaw both ISAs and international students. As such, they were directly affected by 
the development of the Asia Learning Centre and inclusion of Chinese as a LOTE in 
the site school.  
The findings from P4 and P5’s semi-structured interview data indicate complex 
shifts in the cultural behaviour and thinking of these students that developed in 
response to their contact with international students from other cultures in the school. 
Data analysis suggests there was a process of engagement with Asian international 
students that encompassed fluid and contradictory responses. For example, the process 
ranged from a limited engagement with Asian international students in the school’s 
daily life, with an ambivalence, marginalisation and resistance towards the 
international students, through to degrees of acceptance and inclusion of the presence 
of Asian international students in the school community. A similar process was evident 
in other semi-structured interviews, as becomes clear later in this chapter.  
Engagement with Asian international students 
Both P4 and P5 responded to opportunities presented by international programs, 
and recognised that these programs provided occasions to interact with students from 
other countries and experience regional and global cultures at a local school level. With 
reference to the ISA program, P5 recalled her first impressions of the case school’s 
international program when she was in Year 8:  
I saw a whole heap of touring students, mainly Japanese, so I thought oh wow 
I wanted to, you know, talk to them more, because it’s quite interesting work. 
So in Grade 8 I interacted more with them, especially a Korean friend. (2011, 
p. 1) 
While comments from P4 and P5 were generally positive regarding the ways in 
which the inclusion of international programs prompted opportunities for them to 
interact with students of other cultures and accept them as international guests in their 
school community, they also shared their observations of resistance and discrimination 
on the part of some Australian students towards the visiting Asian students. For 
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example, when asked about social responses to international students, P5 indicated that 
domestic students “don’t say mean things to their face” (P5, 2011, p. 4), yet she also 
recalled mistreatment by domestic students towards a new student from Asia. She 
recalled: “I remember that in Year 10, there were other students who had been really 
racist . . . and saying bad things” (2011, p. 5). These and other examples of racism and 
resistance at Green Valley State College which P5 remembered indicated the negative 
mindsets of some domestic students during the implementation of international 
programs.  
While P5’s response indicated that she was able to challenge mindsets, such 
examples of discrimination were evident in the participants’ narratives. As will be seen, 
other factors that contributed to hindering engagement with Asian international students 
in the site school could be classified under the categories of academic competitiveness, 
lack of maturity and personal inhibitions. Academic competitiveness encapsulated the 
desire to achieve high grades amongst domestic students, while lack of maturity referred 
to the fact that some of the students were inexperienced in managing their responses to 
international students in the school. Personal inhibitions related to the unwillingness of 
some students to make an effort to engage with or interact with “others”; that is, the 
international students present in the school.  
With reference to increased academic competitiveness in the site school, both P4 
and P5 claimed that international students “make normal students want to try harder 
because they don’t want to . . . lose to another person who isn’t from this country” (P4, 
2011; P5, 2011, p. 2). It must be noted that P4 and P5’s perspectives about reasons for 
increased academic competitiveness were in contrast to the views of the two principals 
(P1 and P2) detailed in the analysis of findings in Chapter 4. Both principals 
interpreted increased domestic student academic motivation as being influenced by the 
high work ethic modelled by international students in the school.  
P4 indicated that the presence of international students made her aware of the 
high standards of academic performance other countries in the Asia region expected 
of students, noting that the international program “makes other people try better 
because I think their standards from their own country is much higher than Australian 
schools” (2011, p. 2). However, as noted above, in their discussion of increased 
academic competitiveness, P4 and P5 employed terms indicative of distrust and 
alienation in describing the responses of Australian students to international students 
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from the Asia region. By contrast, in identifying such marginalising views amongst 
their fellow students, P4 and P5 revealed something of their evolving attitudes towards 
students from other cultures in the school in that P4 and P5 were able to identify such 
inappropriate ways of viewing international students from Asia. These students used 
their authority as ISAs to initiate some positive interactions between domestic and 
international students in order to challenge fixed views of the Asian “other” in their 
school. In this way, P4 and P5 were trying to negotiate and manage the presence of 
Asian international students in the student community as part of the school’s everyday 
life. 
P4 and P5 indicated that there had been several occasions of culturally 
inappropriate behaviour from Year 7 and Year 8 domestic students towards 
international students. They attributed this to the immaturity of domestic students at 
these year levels, stating “they’re not nice . . . and not very welcoming” (2011, p. 5). 
However, P4 and P5 worked to overcome this reluctance through their ISA roles. By 
specifically addressing the involvement of both groups of students in school social 
programs, P4 and P5 facilitated in acculturating domestic students in communicating 
with Asian international students. P4 explained the challenges of pursuing intercultural 
relations in the case school as follows: 
We try to broaden our social side, it is working. Well we tried it and it was 
quite successful. I thought it wouldn’t work, but it did work. And they 
[Australian students] were more friendly towards the internationals as well, 
makes them think differently after spending a little bit more time. We were 
trying to change that with the Grade 7s and 8s because I think the Grade 8s 
are a bit . . .” [P5 interjects] “horrible”. [P4 continues] “They’re not horrible 
but they’re a bit distant, you know, towards the international area. Hopefully 
that can improve. (P4, 2011, p. 5; P5, 2011) 
However, the exposure to international students appeared to generate feelings of 
resistance in the general school body as students came to terms with the presence of 
Asian international students in their school. As the extract illustrates, while being 
cognisant of the challenges of fostering connections between domestic and 
international students due to the resistance of some domestic students, P4 and P5 
expressed awareness of the potential of positive outcomes that could be achieved 
through fostering intercultural relations. In embracing their roles as ISAs, P4 and P5 
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operated in a hybrid space (Bhabha, 1995) and participated locally with practices of 
cultural exchange prompted by the growth of the international education industry. The 
interview transcript suggests P5 was proud of the shifting nature of intercultural 
relations, or engagement with Asian international students, stating:  
Other schools, they don’t really care, they just leave it and say you know go, 
just do it yourself . . . we just help more here in getting them around their 
work. The teachers help a lot as well, they pay a lot of attention to them. (P5, 
2011, p. 2) 
By Year 12, in their new roles as international captains, these past students 
identified their brief in terms of helping international students “to not feel that it’s 
discriminative around here, to get them out of their shell” (P4, 2011, p. 4) through 
sporting and other social activities. P4 described the proactive approach they initiated:  
We could have an afternoon with Grade 9s [and] with the international kids 
and we were trying to introduce them to be non-discriminatory, to interact 
well – that we are all people with feelings. I think they did well. (2011, p. 7)   
P4 and P5 shared their reflections of how their positioning as facilitators between 
domestic and international students impacted on their awareness of self and others. 
Despite the previous remarks relating to racism, P4 claimed that students in their 
school were in general “not discriminative” (P4, 2011, p. 4) and P5 indicated some of 
the reluctance by both groups to engage may have been caused by mutual inhibition: 
“I think everyone is very shy, they don’t like to talk to each other because they don’t 
know how, like, the other would react to them” (2011, p. 5). The narrative indicates a 
developing awareness in P4 and P5’s perspectives of intercultural engagement as well 
as that of their peers. P4 also reflected on cultural differences that she considered 
restricted interactions between domestic and international students in the school: 
Asians or these internationals act differently. The Australian students will 
think, “oh that’s weird” . . . they don’t want to talk to them because they don’t 
act the way that the Australian students act. So that’s a difference that they 
[Asian international students] have to overcome. (2011, p. 5)   
Yet the findings indicate that such initial reluctance on the part of international 
and domestic students to interact with each other, as identified by P4 above, shifted 
over time. In reflecting back on their five-year involvement with the program, both P4 
and P5 noted evidence of the increasing acceptance of international students in the 
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school. Collectively, narratives gathered through semi-structured interviews with P4 
and P5 suggest that the individual character and approach of international students also 
influenced how well they engaged with the local student body. For example, P4 
suggested that those international students who had integrated well in school life were 
those who were keen to interact with Australian students. She referred to the example 
of an international student who “did stay in this area of the internationals, but [also] 
goes around and interacts with the Year 10s” (2011, p. 4). This was in contrast to some 
of the other international students who were “more closed off because they’re not 
confident with themselves” (2011, p. 4). However, it must be noted that the voices of 
international students are not included in this study. Indeed, one of the limitations of 
this study is the fact that, as the participant researcher was not able to interview 
international students, their perspectives about such aspects of school life were not 
included in this discussion.  
The findings suggest that both P4 and P5 recognised increased acceptance of and 
engagement with Asian international students over the course of the research period. 
P4 reflected, “I think it is increasing, the amount of people coming to say hello to the 
international people. I think that has improved a lot from what I have seen, in Grade 7 
until Year 12” (2011, p. 7). However, P4 also noted that the process of transformation 
in student attitudes was not without difficulty, claiming “Year 10 was not good, but 
Year 12 was better for some people, it changed – in their minds, [you] can see it [a 
more global perspective] developing” (P4, 2011, p. 3). P4 attributed gradual attitudinal 
change towards international programs to senior student leadership, stating “I guess it 
changed, it changed some people a bit but some people are still like that, as you know 
it just depends on the next Grade 12s who do it. They change the kids’ minds about 
internationals” (2011, p. 5).  
Findings from P4 and P5’s interview indicate that both students were aware that 
their student leadership positions provided a legitimate power base to influence student 
opinion about Asian students. P4 commented “we got the position which helped us, 
we have the authority to get those other students to interact more” (2011, p. 7). The 
students recalled a growing confidence in their roles:  
We had the ability to just wander around here more, so not feel scared that 
because we have a role of duty you feel like you have . . . that duty to help 
them and in their English especially and confidence levels. (2011, p. 4)  
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P4 and P5’s leadership positions as international student captains proved significant in 
raising their confidence to lead international students towards engagement with 
domestic students.  
Multiple benefits 
P4 and P5 noted some intrinsic rewards which arose from their involvement with 
the ISA program and their efforts to foster meaningful cultural relations. P5 reflected 
that the international students “were actually thankful that we really helped them to 
understand the culture, the Australian culture because they think that’s really different” 
(2011, p. 1). In this sense, P4 and P5 were navigating changing relations at the cultural 
interface (Nakata, 2008, 2010).  
In addition to their own personal satisfaction, P4 and P5 recognised the financial 
benefits of the international programs to the school during the second period from 
November 2007 to February 2008. However, they were not aware of the ways in which 
such funding was distributed in school and incorrectly attributed “a few new buildings 
and things” (P5, 2011, p. 4) to the profits from international programs. The students 
also identified what they saw as other benefits to the school. P4 and P5 suggested that 
the increased Australian interaction with Asian countries generated through 
international programs prompted other related connections and benefits:  
It does help with the multicultural aspect, like right now more of the Asian 
countries like introducing themselves to Australia like Korean. So I think 
that’s good for the internationals to come [to school here] . . . [go back] and 
advertise and I think more of them would come over here to study. (P4, 2011, 
p. 7) 
Discussion 
Data analysis of the semi-structured interviews with P4 and P5 indicates that the 
creation of ISA positions at the site school, and the appointment of such proactive 
students to these positions, was significant in establishing opportunities for cultural 
exchange in the student community. Both students acknowledged the challenges they 
faced. P4 and P5 referred to examples of domestic/international student interactions that 
suggested a range of problems prompted by the insertion of international programs at 
Green Valley State College without prior broader efforts to prepare the school 
community. Such lack of preparation at the site school indicates the gap between policy 
and practice (Ball et al., 2011b). The reluctance of domestic students to engage with the 
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Asian “other” in their school community also reflects the resistance some members of 
society still harbour towards the Asian “other” in Australia (Koh, 2013) which, in turn, 
limits the development of intercultural awareness and the potential for Asia-literate 
schooling. Kostogriz (2013) argued that education systems contribute to this resistance, 
and noted the changes involved in recognising differences “as human beings in a system 
of schooling that is still conﬁgured to marginalise and exclude” (p. 91), a notion 
previously discussed in section 2.8.2.  
Examples of discrimination and racism in the school may reflect an Anglocentric 
mindset on the part of some Australian students. It could also be indicative of an older 
colonial paradigm characterised by an anxiety about and fear of Asia, given Australia’s 
peripheral geographic positioning in the region (Rizvi, 2015). It seemed that this 
lingering mindset, shaped by a historically constituted fear of the “other”, continued to 
shape the world view of those students resistant to interacting with students from Asian 
cultures in the site school. However, this shyness on the part of domestic students may 
also indicate the legacy of “an Australian identity largely carved out of an anti-Asia 
sentiment” (Hamston, 1996, p. 60) and a lingering distrust of the Asian “other” 
stemming from past social, cultural and political conditions.  
The changing outlook of both P4 and P5 and their recollections of changing 
perspectives in other students at the case school, developed through people-to-people 
contact at the cultural interface (Nakata, 2008, 2010), indicates the possibilities raised 
by the Melbourne Declaration’s goal to foster “attitudes and values that will support 
young people to contribute to broader local and global communities” (MCEETYA, 
2008, p. 10) and move towards an understanding and appreciation of cultural diversity. 
The leadership position provided to P4 and P5 in the form of international captains 
provided a platform for the possibility of collaborative approaches (Koh, 2013) in the 
school. It also reflected an “openness and responsibility to the ‘other’ ” (p. 91) described 
by Kostogriz (2013) as hospitable education. Hybridity (Bhabha, 1995), a space where 
intercultural and international communication practices are continuously negotiated, 
aptly encapsulated the mixed and evolving nature of the experiences P4 and P5 related 
as they grappled with rethinking the impact of others in their school community during 
the semi-structured interview.  
Findings from the semi-structured interviews with P4 and P5 indicate that, whilst 
there was an initial demarcation between domestic and international students in the 
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school, this shifted and fluctuated, but did not entirely disappear, during the period of 
the study from 2004 to 2010. Such fluidity suggests something of the challenges 
involved in cultivating interactions between domestic and international students. In 
broad terms, such attitudes towards Asian “others” in the school indicate the 
complexities prompted by the development of education as a globalised product and 
the transnational mobility of people. Rizvi and Lingard (2010) described this mobility 
as having “a ‘pluralising’ impact on identity formation, producing a variety of 
hyphenated identities which are less ‘fixed or unfixed’ and which are hybrid in 
character” (p. 183). The findings also illustrate the ways in which the implementation 
of international programs was shaped by the particular social and cultural conditions 
at Green Valley State College, echoing Ball, Maguire, and Braun’s (2012) observation 
that policies are “interpreted, enacted, transformed” (p. 3) in individual school 
contexts. 
With reference to increased academic competitiveness in the site school, both P4 
and P5 claimed that international students motivated domestic students to try harder 
because they did not want to be beaten by someone from another country  (P4, 2011; P5, 
2011, p. 2). This extract suggests that the motivation for domestic students gaining 
higher grades was a social and cultural legacy of Australia’s colonial past of Australia’s 
colonial past, which constructed a “them” and “us” binary, potentially hindering the 
possibility of intercultural understanding and engagement between domestic and 
international students in the site school. Such attitudes, reminiscent of a colonial, even 
Orientalist (Said, 1995) paradigm towards the Asian “other” (Spring, 2008), remain 
present amongst some members of Australian society.  
By contrast, Tudball and Henderson (2013) described the potential of 
meaningful inclusive interactions when students from different cultural backgrounds 
participate and interact in Australian classrooms as an “Asia at home” style of learning, 
which has the potential to develop an understanding of the “other” as well as the self. 
Lo Bianco (1996) identified the “daily negotiation of social, occupational, residential 
and educational relationships between groups of Australians as an important adjunct 
experience to serious teaching about Asian societies” (p. 58). However, while P4 and 
P5 identified daily activities in the form of social and sporting activities as significant 
to developing a cultural awareness of Asian international students, neither student 
made reference to the teaching of Asia literacy in the site school. Further, none of the 
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participants who agreed to participate in this research made any reference to teaching 
about Asia or developing Asia literacy in the school curriculum. The activities 
described by participants in this study were of an extra-curricular nature, and did not 
relate to the integration of teaching and learning about the Asia region in the site 
school. This raises questions about the impact of the school’s designation as an Asia 
Learning Centre, and is elaborated in other semi-structured interviews. 
5.1.3 P6 (International Administrator) 
P6, a professional non-teaching staff member at Green Valley State College, was 
involved as an administrator of international programs during the time frame 2004–2010 
at the site school. Prior to taking on the role as administrator of international programs, 
P6 was employed as the school’s Community Liaison Officer, a temporary, part-time 
position. In 2004, P6 was appointed to a full-time role and tasked with developing a 
homestay base for the international programs at its commencement. In this role, P6 was 
able to draw from the community networks she developed in her previous position to 
find suitable accommodation for the international students participating in the programs; 
as the programs grew, P6 specialised in their administration and related management 
tasks. P6 acknowledged the significance of her professional development over the period 
of this research, describing it as a “huge learning curve because I’d never done anything 
with international students before” (P6, 2011, p. 1). Analysis of P6’s narrative suggests 
that her involvement in international programs and exposure to Asian international 
students reshaped her cultural behaviour and thinking. The themes and sub-themes that 
emerged from the inductive analysis of P6’s narrative centre on multiple benefits, 
school-based administration and management issues, such as communication and 
planning, and processes of engagement with Asian international students (engagement 
with other cultures, marginalisation and resistance, and cultural acceptance).  
Multiple benefits 
P6’s perspective on the reasons why the international programs were developed 
at the site school centred on financial factors. She indicated that given Green Valley 
State College’s financial status, international programs presented the potential of a new 
source of funding for the school. She explained the “school really needed the money 
and used it for all sorts of things” (P6, 2011, p. 1). This perspective differed from that 
offered by the case school Principal (P1) during his semi-structured interview (see 
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Chapter 4). He claimed the introduction of international programs served as a vehicle 
for opening the school to engagement with other cultures and in doing so it enhanced 
the school’s marketability and status in the community. However, P6 did not identify 
the introduction of international programs in this broader context of cultural change 
within the school community.  
According to P6, the development of international programs provided benefits 
to Green Valley State College in the form of financial profits, as well as raising the 
profile of the school in the community. As detailed in section 4.2, the school’s profile 
is defined in this study as those various non-tangible elements which enhanced the 
status and marketability of the school. The increased growth of international programs 
in the second period (November 2007 to February 2008) resulted in increased profits 
arising from full-fee-paying Asian students and study tours, the latter of which 
involved a fee-for-service activity. P6 recognised the impact international programs 
had on the fabric and character of the case school, stating “the whole College just knew 
it [the international program] was part of the College, we were an international 
college” (P6, 2011, p. 3). Yet this was despite P6’s critique of what she interpreted as 
the Principal’s inability to convey the broader benefits of the program to staff. P6’s 
comment suggests that a shift had occurred in her attitudes and perceptions about the 
program and that this was occurring across the school as a result of increased 
engagement with international students. The findings suggest that she was proud of 
the effectiveness of international operations at the school and the development of the 
HSP program, stating, “we were really good at what we did here, we also opened the 
High School Preparation program where the students learnt English before they went 
to mainstream schools. So that made a big difference” (2011, p. 2). P6 also noted the 
impact of other factors such as the growth of the school’s profile in the community as 
well as more effective student pastoral care and administrative systems making a 
significant difference during this second phase.  
Given the low levels of government funding allocated to the school, the Principal 
utilised the profits from international programs to resource the school. However, in 
doing so, P1 did not direct some of the funding to international programs nor 
communicate the intent of budget expenditure. As noted, the financial tensions at 
Green Valley State College highlighted communication deficiencies within the school. 
P6 resented this allocation of funds, stating “the school needs to really look and make 
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sure that the money it makes from the international program is used wisely and used 
to help the international program grow. Not just all spent on other areas of the school” 
(P6, 2011, p. 4). P6’s attitude reflects a corporate view on the management of 
international programs. Put simply, a corporate view (Davies & Bansel, 2007) judges 
international programs on the strength of their financial benefits to a school rather than 
in terms of their educational, cultural and social outcomes for the school community. 
In theoretical terms, this was an example of a global neoliberal social imaginary (Rizvi 
& Lingard, 2010; Taylor, 2002) localised at the school site.  
School-based administration and management  
Findings from P6’s recollections about the second period revealed feelings of 
resentment about the fact that the financial benefits associated with international 
programs were not reinvested in the site school’s International Department. P6 reflected 
“the money was rolling in and the school was spending it on all sorts of things, you know 
renovating buildings doing all sorts of great things. But unfortunately it didn’t get spent 
on the International Department” (2011, p. 3). While the International Administrator was 
actively involved in the operations of international programs and cognisant of the 
program’s profitability, she expressed frustration at the lack of funding returned to the 
running of the department. According to P6, the school’s leadership team should have 
provided greater funding and support for the International Department. However, P6 
also acknowledged that the International Department did not explicitly request that some 
of the profit from the programs be allocated to it. P6 reflected “we didn’t notice that we 
weren’t spending time or asking for money or asking for things to help us out” (2011, p. 
3). There was a clear mismatch of expectations between the international program team 
and the school leadership in terms of financial management. While P6 assumed that 
profits from the international programs would be reinvested in the school the actual 
expenditure choices made by the site Principal (P1) did not facilitate such disbursement.  
Engagement with Asian international students 
Data also indicated that subtle cultural shifts occurred as individuals gradually 
came to terms with the inclusion of Asian international students in the case school. For 
example, P6 indicated that at first she was apprehensive about her involvement in the 
international program as she was uncertain how it would develop, yet she also 
emphasised that she had faith in P1’s prior success with international programs at his 
previous school. P6 reported that, over time, she observed a range of benefits resulting 
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from the introduction of international programs in the case school. In her view, this 
emanated from increased student and teacher interaction with students from other 
cultures. She indicated “it was a huge learning thing for the Aussie teachers and the 
students but they learned to work with people from different countries and it was great” 
(P6, 2011, p. 1). She expanded on this, noting the impact of an engagement of cultures 
and customs that developed at the case school:  
It started to change and become global because you know no one had ever 
even considered kids from other countries. Different foods, different customs, 
you know, not even different religions, that they were the odd one before we 
started this and then it became more and more common. It was sort of “wow 
the world is really diverse”. (P6, 2011, p. 1) 
Despite this enthusiasm and signs of cultural change prompted by the presence 
of international students, findings from P6’s interview indicate she recognised a 
resistance amongst staff and a marginalisation of international students, albeit by a 
small minority in the school:  
There would have been a very small amount of people who had definite ideas 
and didn’t like it, but they were definitely in the minority. And they had never 
changed their ideas, but on the whole, most people were for it and those that 
weren’t were neutral. Most of them came across and thought it was great with 
a bit of experience. But there was a small percentage who don’t like the idea 
and you’ll never change them. (2011, p. 1) 
For P6 the engagement with the Asian “other” at the case school reflected a 
combination of acceptance and resistance. Whilst P6 identified an interest in the 
international students due to their cultural uniqueness, she also recognised a resistance 
to international students by some domestic students and staff within Green Valley State 
College. P6 also found it difficult to understand why such resistance to an Asia 
presence in the school continued, claiming:  
We were part of Asia, we’re close to Asia, Asia is where the future is. We’re 
not part of Europe no matter how much they want to pretend we are and it was 
just natural to go ahead and do it. (2011, p. 4) 
P6 attributed the tensions she observed in the school to the resistance of 
individual teachers. For example, some students informed her that particular teachers 
had made clear to students their view that Australia was part of Europe, regardless of 
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the increasing regional significance of Asia. Further, P6 identified such resistance as 
representative of failures to adapt to engagement with other cultures in Australian 
society generally. She noted:  
Anything to do with mixing cultures it’s like mixing apples and oranges, you 
can’t just bang them together – it doesn’t work. Everybody has to be 
considerate of everybody else and sometimes Aussies are just, “oh she’ll be 
right mate”, they don’t even think for a minute before they say something or 
do something. Not intentionally but it can be offensive to other people and 
over the whole thing there’s been more sort of mistakes like that made by 
people who just weren’t interested in learning what they had to do. They just 
didn’t want to know. (2011, p. 4)  
P6 also lamented what she considered to be the lack of a global perspective in 
the world view of many Australians, noting that “overall as Aussies [we] don’t realise 
that there are different people in the world” (P6, 2011, p. 4). Her comments indicated 
that some members of the school were unprepared for those changes in the school 
population prompted by the acceptance of fee-paying international students. Findings 
from P6’s interview indicate she identified a failure amongst some members of staff 
to understand and acknowledge the nature of what was happening during this process 
of change when students from countries in Asia were placed in an Australian school. 
She reflected:  
At this school there were some people who just lumped us and them. But 
didn’t realise that we had people from different countries, cultures, religions, 
you know everybody is the same but everybody is different and they just 
didn’t realise it. (P6, 2011, p. 4)  
P6 made reference to what she perceived as a superior attitude that some teachers 
displayed towards Asian international students in the school, and noted that some staff 
were surprised by the academic performance of these students. She recalled that several 
teachers initially failed to recognise the academic value of students participating in 
international programs, as they considered these students to be academically inferior. 
She noted “a lot of people, students and teachers, were quite surprised at how academic 
some of the international students were, it gave them a real shock” (P6, 2011, p. 1). As 
noted in Chapter 4, the two principals interviewed (P1 and P2), also made reference to 
international students’ high levels of academic achievement. Perceptions of superiority, 
which could also be considered as neo-colonial attitudes, and displayed by some 
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domestic students and teachers, were also consistent with comments by P4 and P5. P6 
indicated that, over time, the academic excellence of Asian international students 
became accepted by the school community, noting “it is a given now that some of our 
best students are Asian” (P6, 2011, p. 4).  
With reference to the process of engagement with Asian international students 
that occurred at Green Valley State College, P6 claimed that by 2007 and 2008, 
domestic students had become accustomed to the inclusion of international students in 
the school. Whilst this suggested that Asian international students were no longer 
viewed as “exotic” in ways flagged earlier by P4 and P5, this cultural acceptance did 
not translate to full integration within the school community. According to P6: 
Because our kids [international students] were predominantly Asian, they 
were just part of the group. They had their own little area where they sit for 
lunch even though they mixed with the others. They were here and that was 
it, like they were part of the school. They weren’t something new and a novelty 
anymore. (P6, 2011, p. 3) 
With reference to other changes, P6 suggested that the development of the school 
as an Asia Learning Centre was a natural progression born out of high numbers of 
Asian students in the international program. She recalled that “we had Asian students 
here in the school at that stage in every year level . . . and because we had these fee-
paying students here speaking languages like Chinese and Japanese, it was just natural 
for us to expand our programs.” (P6, 2011, p. 4). Consequently, the changing cultural 
composition prompted by the presence of Asian international students was a catalyst 
for a growing cultural acceptance of students from the region. P6 also identified a 
difference in cultural acceptance between the primary and secondary students. She 
claimed “it was really interesting to see the smaller students get involved” and 
reflected on their ease of interaction and ability to adopt a language at an early age, 
coming to the conclusion “so you have to teach younger kids about different cultures, 
I think, earlier” (P6, 2011, p. 4).  
P6 identified a growing camaraderie among students in Green Valley State 
College, highlighting cross-cultural friendships between international students and 
with domestic students, and illustrating a tolerance of differences. P6 stated “I have 
seen friendships in these last couple of years develop between kids such as Japanese 
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and kids from Thailand. It’s not just the foreign kids and the Aussie kids, it’s between 
the foreign kids” (2011, p. 4).  
Discussion 
At one level, P6’s attitude towards international programs reflected a neoliberal 
corporate view of the management of international programs (Goldberg, 2006) rather 
than educational perspectives consistent with EQI. MacDonald (2009) warned of the 
tensions associated with corporate approaches in schools, stating “if profit 
maximization remains the mission of businesses, it is naïve to assume that all business 
owners would, en masse, put social and environmental considerations on equal 
standing with fiscal performance” (p. 85). P6’s comments suggested that her 
frustration over the lack of reinvestment in international programs was the result of 
poor communication and consultation about the distribution of funding at the case 
school.  
P6’s recollections about the lack of school planning regarding reinvestment in 
the business of managing international programs in the school were significant. 
Researchers such as MacDonald (2009) have identified the need for transparency in 
financial decisions in schools so that fiscal management is seen to operate in ways that 
support the social fabric of a school. At a broader level, the phenomenon of public 
schools relying on profits from the operation of international programs to compensate 
for reduced government funding, or what Molnar (2006) referred to as the selling of 
schools, suggests the prevalence of neoliberal responses to “economic globalisation” 
(Rizvi & Lingard, 2010, p. 5). 
At another level, P6’s first-hand observation of student acceptance indicated the 
potential of “people-to-people relationships between students and teachers” (Halse et al., 
2013). However, while P6 anticipated that the College’s designation as an Asia Learning 
Centre would facilitate such opportunities to be extended into teaching and learning 
about Asia, as will be seen, this was not the case. Yet one of the recommendations of the 
Asia Literacy and the Australian Teaching Workforce report (Halse et al., 2013) was that 
schools actively seek opportunities to collaborate in teaching and learning about Asia. 
P6 observed a process of cultural change within the case school as domestic students 
came to terms with the inclusion of international programs in the school. Significantly, 
the value of engaging younger learners with others was noted by P6 and is endorsed in 
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some of the academic literature with reference to the development of Asia literacy 
(Hassim, 2015; Tudball & Henderson, 2013). 
P6’s narrative reflected the different nature of the processes of engagement with 
Asian international students that unfolded as the domestic students and staff at the case 
school came to terms with the inclusion of Asian international students. According to 
Starr (2009) “people feel threatened by change because they are usually being asked 
to give up or lose something, their identity or ‘face’, their feelings of comfort and 
security, long-held values, beliefs, relationships, territory or ways of working” (p. 27). 
The tensions and resistance to change observed by P6 at Green Valley State College 
reflected a contestation that is typified in a developing postcolonial hybridity (Ashcroft 
et al., 2007) in which individuals are challenged to respond to and make sense of what 
they encounter.  
P6’s observation illustrated how the postcolonial response through an Asian 
focus was accepted by some and resisted by others as teachers adjusted to a local 
manifestation of globalisation processes (Rizvi & Lingard, 2010), in the form of 
exposure to Asian international students. P6 attributed such resistance or indifference 
amongst some members of the school community to their assumptions that they were 
superior to the non-European international students. This was indicative of 
Broinowski’s (1992) observation that traces of Orientalism in the form of 
Eurocentrism continued to shape the attitudes of some Australians about the peoples 
and cultures of the Asia region. Williamson-Fien (1996) emphasised the “need to 
deconstruct the discursive frameworks through which we ‘see’ ‘Asia’ ” and the “need 
to engage with a number of disorienting and difficult ideas” (p. 70).  
Such exposure to others prompted a gradual process of cultural change and 
engagement with Asian international students at the site school. It could be argued the 
colonial mindset of some individuals in the school community perceived the 
Eurocentric as the normal and the Asian as the exotic “other” (Rizvi, 2015). Pan (2013) 
suggested that such Eurocentrism is declining and that “the emergence of the Asian 
literacy and the Asian century discourses may be a sign that an identity shift is in the 
air” (p. 78). The example provided by the microcosm of the case school teachers’ 
resistance and acceptance reflects teachers coming to terms with a postcolonial identity 
shift prompted by the gradual integration of Asian international students at Green 
Valley State College.  
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P6’s comments regarding the ambivalent perceptions of the Asian “other” in the 
site school also reflected a lingering bias that could be attributed to the legacy of 
colonisation. While education systems can be considered hybrid by nature, in that they 
can encompass a collection of cultures and customs, such systems can be shaped by 
colonial discourses about others (Spring, 2008); however, the cultural hybridity was 
not easily acceptable to all. This was evident in the range of positive and negative 
responses to the high academic performance of Asian students by some domestic 
students and teachers.  
Furthermore, data from P6’s semi-structured interview indicates the degree to 
which she had adopted a “hospitable” view (Kostogriz, 2013) of the implementation 
of international programs at the school. In contrast to the perspective of some other 
staff members and teachers, P6’s reflections can be theorised in terms of her 
participation in a Third Space (Bhabha, 1995) at the College, where students of 
different cultures from Asia gradually intersected with Australian staff and students, 
and both groups had opportunities to develop some intercultural understanding 
(Hassim, 2015). It could be argued that P6’s reflections during the semi-structured 
interview became a further site in which she resituated her professional identity in the 
new intercultural environment that was gradually forming. The next section discusses 
interview data from another professional member of staff, P7. 
5.1.4 P7 (Homestay Coordinator) 
P7 was employed in an administrative role in the case school’s International 
Department. Initially she was a homestay parent and then became the Homestay 
Coordinator for the case school’s international program, a role that developed with the 
growth of international programs. At the time of interview, P7 had been involved with 
the International Department at the case school in different capacities over five years. 
Findings from P7’s interview about the initial period (2004) as the Homestay 
Coordinator afforded a unique perspective given that during this time frame she was 
not directly involved in the school. The following findings cast light on the theme of 
the processes of engagement with Asian international students that developed in Green 
Valley State College. P7’s narrative also provides insight into the multiple benefits – 
represented by financial, academic (improved student performance), social and profile 
(non-tangible elements which enhance the status and marketability of the school) 
benefits – that were recognised to result from international programs.  
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Multiple benefits 
In her capacity as the Homestay Coordinator during the final period (2009 to 
2010), P7 interpreted the adoption of international programs at Green Valley State 
College as the school’s response to overcome funding shortfalls. She claimed “it was 
a big financial bonus for the school to have the international students studying here” 
(2011, p. 1). P7 assumed increased spending on resources, building repairs and 
renovations in the site school were due to the profits from the international program. 
She also noted that “more teachers, more support staff [were funded] through the 
international program” (2011, p. 1) and identified a clear link between the financial 
benefits resulting from international programs and their impact on the wider school in 
terms of providing funding and other resources.  
In addition to recognising the financial benefits of international programs, P7 
also identified benefits to the school’s profile. She indicated that during the increased 
engagement with other cultures that occurred through the second period from 
November 2007 to February 2008 the school was “suddenly recognised as being a 
multicultural school and a serious contender in the market for the international 
students” (2011, p. 2). P7 also noted the school’s leadership position in embracing the 
opportunities of the international program “market” amongst other schools in the 
district, commenting “a lot of the schools have asked for advice on how to set up their 
program . . . we still have that sort of prestige I guess amongst the other schools” (P7, 
2011, p. 2). She attributed the school’s reputation and a favourable Australian dollar, 
together with successful marketing, as contributing to the case school’s international 
program growth which, in turn, raised the school’s profile. P7’s comments suggest that 
she interpreted the introduction of international programs in terms of the corporate and 
market agenda set out in DET’s Strategic Plans. As noted in Chapter 4, the corporate 
and market outcomes reflected in the DET Strategic Plans were also evident in the 
narratives of the two principals interviewed (4.3.1 and 4.3.2). The findings suggest by 
accepting the market agenda to promote international programs at Green Valley State 
College, P7 was a compliant policy receiver (Birkland, 2010; Rodrigue et al., 2009; 
Sabatier, 2007).  
P7 attributed the case school’s development as an Asia Learning Centre to the 
ISA program and the appointment of a Korean-speaking teacher (P10). She also 
credited the ISA program with fostering an acceptance of international students in the 
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school. In reflecting on the nature of student leadership provided through the ISA 
program, P7 described domestic students “leading the Asian students around the 
school and showing them what to do. They had a certain amount of responsibility so I 
saw that, they took that role seriously and they tried really hard to do that” (2011, p. 
4). From P7’s perspective, P10’s model of an Asia-capable teacher and appointment 
to the case school aligned with the College’s appointment as an Asia Learning Centre 
and also demonstrated a financial commitment to the wider international program. The 
findings from P7’s interview indicate her acceptance of how international funding was 
reinvested in the school: “we were able to have a Korean-speaking teacher (P10) who 
really helped out with the international program” (P7, 2011, p. 3). This contrasted with 
P6’s view that none of the profits from international programs were reinvested in the 
international program. As noted, this raised questions about the ways in which the 
Principal communicated the purpose and benefits of the implementation of 
international programs to staff.  
Engagement with Asian international students 
However, findings from P7’s reflections during her interview about the 
positioning of international students at Green Valley State College during the first 
period (2004) indicate that she was also aware of their marginalisation in the school. 
She commented, “there was probably not the . . . hospitable welcome that Australia 
should have given the Asian students” (2011, p. 1). In her reflections about 
observations that intercultural acceptance developed over the research period, P7 
referred to a “harmonious environment at the case school” (2011, p. 1). P7 recalled “I 
think now that the school is just used to it, we’re an international school, we’re [a] 
multicultural environment and everybody gets along really well with everybody” 
(2011, p. 1). However, P7’s comments indicated confusion about what the presence of 
international students meant in terms of cultural diversity for the predominantly Anglo 
demographic of Green Valley State College. This was evident in her assumption that 
the presence of international students from Asia made the College multicultural. There 
was limited evidence in the findings to substantiate this view and the presence of the 
visiting international students did not of itself render the school multicultural. 
By the third period (December 2009 to May 2010), P7 was employed by the case 
school as the inaugural Homestay Coordinator and she credited the creation of her new 
role to the school’s designation as an Asia Learning Centre. P7 expressed her view that 
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the longevity of international program offerings at the College, the increased cohort 
size of students from Asia and the school’s prioritisation of Asian languages in the 
curriculum were instrumental to the successful bid to establish the Centre. P7’s 
interview indicated that she perceived the gradual acceptance of others developing at 
the case school through the inclusion of Asian international students. According to P7: 
“we have [had] the international program for such a long time . . . the kids were ready 
to embrace it [intercultural acceptance]. . . they’d been around the international 
students for so long” (2011, p. 3). In reflecting on the relationships that developed 
between domestic and international students as an indicator of this acceptance, P7 
recalled:  
They’re getting used to the international students being here, the Australian 
students are becoming very welcoming and there’s a lot of interaction between 
the Asians and the international students and the domestic students and there’s 
been some really good friendships formed and it’s just great to see that. (P7, 
2011, p. 1) 
P7’s reflections indicate that, with hindsight, she identified processes of 
engagement with Asian international students developing over time as more College 
students became accustomed to international students and intercultural engagement 
was increasingly commonplace. For example, P7 identified changes in the domestic 
students over this time in terms of “how they were becoming more amenable to having 
the international students around” and that the cultural acceptance was “just part of 
everyday school life now” (2011, p. 3). She also recognised that while negative and 
resistant sentiments had been generated towards international students during the first 
phase of the program, she observed that “gradually when you look back from then to 
now there’s been a gradual change in the mindset of the students” (2011, p. 1). The 
findings from P7’s interview were notable in that she did not refer to any efforts by 
the school leadership to develop intercultural understanding nor engage with Asia in 
the curriculum through teaching and learning in the site school.  
P7 was also positive about the overall benefit of the school’s embrace of 
international programs. She noted “as the program has gone on and people can see the 
benefits I think it’s turned out to be [a] really positive thing . . . people are able to see 
the benefits of it” (2011, p. 1). P7 attributed this acceptance to the contribution of the 
study tours (short visits by international groups of up to six weeks duration) as they 
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provided short-term positive interactions in the case school. In terms of the gradual 
process of engagement with Asian international students through study tours in the 
second period (from November 2007 to February 2008), P7 stated:  
The domestic students slowly were warming up to the international students 
and there were friendships being formed then and we were having study tours 
come through and the domestic students were being matched up with 
international students and friendships . . . long-term friendships were being 
formed. (2011, p. 1)  
Such study tours within the context of the case school increased interactions between 
domestic and Asian international students and served to break down some of the 
cultural barriers for Australian students, yet there were no identified approaches to 
support this by including learning about the countries of Asia in the school curriculum.  
Discussion 
P7 was generally positive about the impact of international programs on Green 
Valley State College. Data suggest that her positive outlook could be attributed to her 
entry into the international program after a significant period growth (2009). Further, 
P7 avoided the initial period of implementation of international programs at the case 
school (2004) when staff and students did not engage with international students. 
Alternatively, P7 may be what Ball et al. (2011a) described as a “policy receiver” in 
their typology who “exhibits ‘policy dependency’ and high levels of compliance most 
of the time” (p. 634). P7 demonstrated enthusiasm for international programs and 
intercultural engagement and willingness to support and develop the programs.  
P7 acknowledged the multiple benefits of international programs to the case 
school, particularly the academic and financial aspects. P7’s comments indicate that 
confidence in international programs in the school community was boosted as 
individuals gradually realised the wider benefits of their implementation in terms of 
resourcing. P7’s perspective seems primarily to be shaped by her neoliberal market 
agenda (Davies & Bansel, 2007), rather than a postcolonial response, which recognises 
the instrumentalism of positioning international students from Asia (Rizvi, 2013) in 
the College in order to pursue the school’s economic ends. However, analysis of P7’s 
narrative nevertheless identified that a growing acceptance of the Asian “other” 
occurred as this process unfolded over time. Rizvi and Lingard (2010) characterised 
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this gradual acceptance and integration with the “other” as a process which broadens 
the appeal of neoliberalism to new markets: 
The postcolonial celebration of cultural otherness and difference in fact assists 
transnational capitalism in extending the market reach of its commodities that 
are increasingly represented as culturally hybrid, and responsive to the needs 
of new cosmopolitans. (p. 4)  
According to P7, the cultural mix that occurred at the case school as a result of 
the inclusion of international programs prompted an intermingling of cultural 
differences and learning styles. Kostogriz (2013) identified such integration as 
“hospitable education” which “obliges teachers to think not only about what it means 
to welcome students that are others but also what it means to recognise their identities, 
values, texts, knowledge and meanings in the learning environment” (p. 90). Further, 
Lo Bianco (1996) advocated the need for schooling to “build on the domestic 
modelling of Australian interactions with Asia which are the lived experience of our 
major cities” (p. 58).  
Of note in the analysis of the semi-structured interview was P7’s conflation of 
the term multiculturalism with notions about cultural diversity. Although the presence 
of international students in the school presented opportunities to develop an 
understanding of Asian cultures, the lack of specific curriculum programs to further 
the acquisition of knowledge and understanding about Asia meant this potential was 
not achieved for many students or teachers. It could be argued that, because of the 
failure to embed curriculum approaches to foster intercultural understanding, 
international mindedness and Asia literacy, the legacy of colonial mindsets and 
resistance towards Asian international students by some teachers continued. 
In identifying the barriers to developing Asia literacy programs in schools, Salter 
(2013) suggested that schools could consider moving away from “a discrete Asia 
literacy agenda and look for alternate ways to achieve cultural understanding” (p. 19). 
The changes at Green Valley State College indicated what can occur in a school during 
the implementation of international programs without curriculum support, yet a 
consistent response to emerge from the semi-structured interviews was a lack of 
understanding of what Asia literacy meant and considerations of how it could be 
implemented in the curriculum. In the next section, the recollections of a teacher of 
Japanese LOTE at the College are discussed. 
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5.1.5 P8 (former High School Preparation Program Director of Studies and 
Japanese teacher) 
P8 initially entered the case school in 2005 as a student teacher, then was 
employed as an English as a Second Language (ESL) teacher in the school’s fledgling 
HSP program. This program aimed to provide opportunities for international students 
to increase their English language proficiency before entering mainstream classes in 
the school. P8 later managed the HSP program as Director of Studies from 2007 to 
2009. She concurrently taught English for ESL students in the mainstream school, and 
later taught Japanese to students in Years 5 to 9 in the Middle School when the case 
school was appointed an Asia Learning Centre (at the end of 2009). The themes of 
engagement with Asian international students, multiple benefits, and school-based 
administration and management (lack of planning and communication) emerged from 
the findings of P8’s interview.  
This section first discusses findings that emerged in relation to P8’s experience 
of the process of engagement with Asian international students, which ranged from 
engaging with other cultures, to marginalisation and resistance, to indications of 
intercultural understanding. This is followed by the second theme of multiple benefits, 
discussed in relation to the positive financial, academic, social and school profile 
benefits which flowed from international programs to Green Valley State College. 
These subsets of the second theme were supported by the entrepreneurial approaches 
of the Principal (P1) and the International Manager (PR). Lastly, a discussion follows 
of the theme of administration and management issues which included the sub-themes 
of whole school planning and communication.  
Engagement with Asian international students 
Findings suggest that P8 identified some resistance towards the Asian 
international students participating in international programs at the case school and 
considered that they were marginalised in the school community. She reflected that 
the international students participating in the HSP program were not integrated into 
the school and noted “we [the staff in the HSP program] weren’t actually incorporated 
within the school – we were very, very separate” (2011, p. 2). P8 identified her own 
reaction to this marginalisation: “I felt quite isolated because I was new to the school 
and we were sort of seen as imposters” (2011, p. 2). P8’s feelings of separation were 
significant given that she was Caucasian and part of the teaching staff at Green Valley 
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State College. She suggested that as a result of those tensions, the program “took quite 
a long time to build a rapport with the other teachers” (2011, p. 2). Such segregation 
was also experienced by international students, who P8 recounted “were seen as 
imposters initially” (2011, p. 1) and she stressed that international students “started 
experiencing bullying and even simple things like racism  and things like that” (P8, 
2011, p. 3). P8 highlighted that communication issues exacerbated the marginalisation 
of the HSP program and students in the school and attributed this to the school 
administration team’s failure to provide a “real explanation as to where they 
[international students] come from and why are they here” (P8, 2011, p. 2) to the 
school community. This finding prompts questions about the nature of the Principal’s 
leadership in managing the program in the school. In her interview, P8 identified 
jealousy between staff in different school departments and an inadequacy of 
communication within the school in terms of assumptions about how school funding 
was disbursed:  
A lot of the other teachers would look upon that as a “why do they have that?” 
and “why do we not get that?” And they didn’t realise that the students had 
paid a lot of money so we needed to have top quality teaching resources and 
things like that. So there was a bit of jealousy I think. (P8, 2011, p. 2)   
This extract from P8’s semi-structured interview indicates organisational failure 
in the form of communication and planning in that staff members were not informed 
of the ways in which international programs were funded. It also indicates the 
challenges of resourcing international programs in a public school grappling with 
reduced government funding. This finding from P8’s interview contrasts with P6’s 
narrative about a failure to reinvest in the international program. P8’s semi-structured 
interview suggests that the international programs received higher levels of investment 
in resources than that received by other departments of Green Valley State College.  
During the second period (from November 2007 to February 2008), P8 was 
appointed acting Director of the HSP. She recognised that this new role provided her 
with an opportunity to “integrate the students more and build this culture and this 
acceptance and tolerance” (2011, p. 3). When asked about the challenges she faced in 
this new role, P8 commented:  
The separation, and trying to get the students to interact with each other and 
the bullying and things like that started, racism and stuff started and trying to 
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tackle that and making sure that both sides understood why they were there 
and what they were doing there and those sorts of things. Just educating the 
main school and our students of accepting each other. (2011, p. 3)  
Findings indicate P8’s concern about the nature of the interactions between 
domestic and international students and that more opportunities for students to engage 
with one another were required if the latter were to be accepted as part of the school 
community. In her interview, P8 indicated she proactively developed strategies to 
improve the acceptance of HSP students. These strategies included the organisation of 
specific events, and involvement of HSP students in daily mainstream school activities 
such as sporting activities, assemblies and form classes. She elaborated:  
We were accepted more as part of the school, not just the tag-along. We also 
started doing sport together so the kids would once again see each other each 
week at sport so it gave opportunities for friendships to build. They also started 
going to form class and they were buddied up with other students of similar 
ages so that worked really well I think. (P8, 2011, p. 3)   
P8 also initiated a focus on celebrating engagement with other cultures through 
events which proved effective in building acceptance as they provided opportunities 
“for the kids to chat to each other and become friends and then they started to play 
games with each other, just naturally. By naturally showing them, these people are just 
people like everyone else” (P8, 2011, p. 3). P8’s engagement with Middle School 
teachers involved encouraging them to engage their mainstream students with 
international students and conducting a survey of international students as a mode of 
intercultural engagement. This activity was the only curriculum-related activity 
involving international and domestic students in the research period (2004 to 2010). 
P8’s engagement with this group of Middle School teachers contrasted with the 
resistance experienced by other teachers as evidenced in the findings of their semi-
structured interviews.  
Findings from the interviews also indicated that some teachers accepted the 
inclusion of Asian international students whilst a significant group of teachers resisted 
becoming involved in activities related to the program throughout the research period. 
This ambivalent (Singh, 1995a) response again reflects moments of contestation in the 
development of the cultural acceptance of others in the case school. P8’s efforts to 
engage Middle School teachers and develop activities to enhance intercultural 
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engagement conveyed a postcolonial perspective, which acknowledged the need for 
intercultural understanding between and with international students from Asia (Halse, 
2015a; Rizvi, 2015). If P8’s contributions had been accompanied by curricula emphases 
on developing Asia literacy and intercultural understanding, this may have contributed 
to the growth of cultural hybridity in the case school. However, the hybrid space 
(Bhabha, 1995) P8 created via her initiatives as the Director of the HSP program was 
ultimately elusive to many others in the College, as there was no curriculum support for 
this approach in the school.  
Multiple benefits 
Nevertheless, the results of P8’s engagement strategies indicated that both 
teachers and domestic students developed a better understanding and acceptance of the 
HSP program and this in turn contributed to elements of cultural acceptance. 
According to P8 “some of the mainstream teachers saw the impact that we were having 
on these students by trying to teach them to be able to understand everything at the 
mainstream level” (2011, p. 4). P8 reflected on the impact of HSP students on domestic 
students: “I think as they saw the international students enter their own classrooms and 
they saw that they were there, they started to accept them more and become friends 
with them” (2011, p. 4). Accordingly, a new form of cultural acceptance emerged 
during the increased engagement between international students and domestic students 
in the school, many of whom were of Anglo or Western family origins. As part of this 
process, international students from Asia were expected to conform to Western 
schooling norms.  
P8 recognised that the strategies of engagement with Asian international students 
she implemented in the form of sporting and social activities helped to dismantle some 
of the embedded interpersonal barriers between domestic and international students 
during the third period (December 2009 to May 2010). The role of the Middle School 
teachers in supporting change in international student interactions proved significant. 
She identified the Middle School teachers as more proactive in developing cultural 
acceptance than the Senior School teachers and recognised a positive shift in the school 
culture. P8 reflected that “because of all those integration programs, the students 
started to socialise with each other more and they weren’t so separate and they were 
accepted a lot better” (2011, p. 5). However, as noted earlier with reference to the rapid 
period of expansion of international programs from November 2007 to February 2008, 
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during the third period from December 2009 to May 2010, there were no identified 
attempts to include Asia literacy in the school curriculum. P8 argued that the positive 
shifts resulted in increased tolerance towards international students across the broader 
Green Valley State School community. She reflected:  
I think the parents and the people outside the school saw that we had a lot of 
international people on buses and things like that and they started recognising 
our school as an international school and very open and accepting of 
everybody and more tolerant . . . the whole community as well as the school 
became more tolerant and more accepting and willing to help the students and 
really seeing them as part of our school. (P8, 2011, p. 5) 
P8 linked the financial benefits generated from the school’s appointment as an 
Asia Learning Centre with the academic development of her Japanese LOTE students, 
as the Asia literacy grant funding21 was provided to develop the LOTE program. This 
meant that “the Japanese program was not restricted with a budget” (P8, 2011, p. 6), 
and P8 claimed it “really improved the ability for the teacher to teach the program 
better” (2011, p. 6). Such funding enabled P8 to increase the scope of extra-curricular 
activities such as restaurant visits and excursions to cultural locations. She was also 
able to better resource the teaching of Japanese by purchasing “an interactive 
whiteboard and really engage the students in the language learning which wasn’t 
possible before the grant money” (P8, 2011, p. 6). Yet, as noted earlier, although the 
Commonwealth grant and also grants from EQ supported the teaching of Japanese 
LOTE, there was no direct evidence that the grants assisted in developing curriculum 
approaches to embed learning about Asia or to foster intercultural understanding in the 
curriculum in English or in the Humanities and Social Science subjects such as History 
and Geography.  
P8 characterised the case school’s progression to an Asia Learning Centre status 
as a natural progression based on the increased engagement with Asian international 
students “from just being quite separate and then going ‘hey we’re so involved’ with 
Asia and Asian students” (2011, p. 5). P8’s narrative also reflected the development 
of intercultural acceptance of the Asian “other” at Green Valley State College. She 
acknowledged the influence of one-to-one interactions with Asian international 
                                                 
 
21 As mentioned in section 1.3, the school was allocated Commonwealth grant funding of around 
$30 000 to develop Asia literacy. 
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students on the global perspectives of domestic students and the latter’s willingness to 
engage with students from other parts of the world. P8 viewed the shift in domestic 
students’ attitudes and willingness to engage with Asian international students in terms 
of “it really kind of lessened that gap between the world and us kind of thing” (P8, 
2011, p. 7).  
School-based administration and management 
While findings from P8’s semi-structured interview shed some light into the 
formative stages of cultural acceptance as well as the shortcomings in the school 
management of implementation processes and the failure to foster intercultural 
understanding in the school curriculum, they also provided some insights into the 
advantages of her own entrepreneurial efforts, as well as those of the Principal (P1) 
and the International Manager (PR), in lifting the profile of international programs in 
the school and wider community. These advantages and efforts were identified in the 
form of multiple benefits (financial, academic, social and profile). P8 recognised that 
the gradual acceptance by some teachers of international students in the school was 
also partially due to increasingly visible financial benefits to the school resulting from 
the international programs, such as more computers in the library and the introduction 
of interactive whiteboards.  
Significantly, P8’s role changed in the last period (December 2009 to May 2010) 
from an acting Director of Studies managing the HSP program to her designation as a 
Japanese LOTE teacher at the College. Consequently, from 2010, P8’s narrative takes 
on a different perspective as she was involved in teaching an Asian LOTE subject, 
Japanese. Japanese was chosen as a LOTE subject at Green Valley State College as it 
was the language taught at local Primary schools.  Findings suggest that P8 recognised 
a need in this role to redevelop Japanese LOTE as “the Japanese teacher at the time 
didn’t really do many activities out of school or a lot of Asia kind of activities” (P8, 
2011, p. 5). While Japanese was compulsory for students to study up to Year 8, it was 
an elective thereafter.  The number of students engaged from Years 9 to 12 was never 
more than 6 in any one year level. Only Japanese and Korean international students 
joined Japanese LOTE.   P8’s leadership roles within the HSP program and as a 
Japanese teacher with mainstream classes were significant in the acceptance of 
international programs and Asian international students in the case school. Her 
approach to restructuring her Japanese classes included the provision of extra-
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curricular activities and involvement of native speaking Japanese international 
students:  
Because I was teaching Japanese, I had Japanese students in my other classes, 
I could get the native speakers to be involved in some of the activities in 
Japanese class so there was a lot of bridging there between the Australian 
students and the international students there within Japanese . . . it was 
important to create a program where the mainstream students could also start 
getting involved with the Asian students. (2011, p. 5) 
In this way, P8 integrated international programs and utilised the resource of 
Japanese international students in Japanese lessons with the goal of “really making it 
one sort of unit rather than two separate things” (P8, 2011, p. 5). P8 developed her 
approach to Japanese language teaching on the leverage created by a wider acceptance 
of Asian international students in the site school. P8 stated:  
We started separating the students out that really wanted to study Japanese 
and Chinese and that made teaching obviously easier but the students are 
really, really eager to learn so their academic progress was way better and also 
gave us some opportunities to get these, the native speakers in and doing 
activities and things like that. (2011, p. 5)  
P8’s entrepreneurial strategies of streaming and engaging native language 
learners resulted in increased engagement from domestic students. Her comments 
revealed the implementation of these strategies resulted in the improvement of 
Japanese LOTE delivery and increased engagement with and acceptance of 
international students, and “the culture of language learning really, really improved” 
(2011, p. 7) at the site school. According to P8: “students started interacting more in 
the languages outside of the classroom (with international students) . . . they seemed 
more interested in learning the languages because there were those students there and 
they were more involved and engaged than they were before” (2011, p. 6). She 
described an increase in domestic students’ practical daily use of Japanese: “I noticed 
a lot of the students started using Japanese around the school and talking to Japanese 
students outside of class in Japanese and I think that was good” (2011, p. 5). P8’s 
reflections about the increased acceptance of Asian international students at the 
College were consistent with other semi-structured interviews.  
 190 A Case Study of Implementing International Programs in One State School 
P8’s narrative suggests that over the period of her employment in different roles 
at Green Valley State College, she observed shifts in attitudes towards international 
students and also the HSP program from a general “othering” or resistance to 
acceptance. She recalled that her initial years at the case school, which coincided with 
the first period, were characterised by segregation of the international program by both 
domestic teachers and students as the HSP unit was “quite separate and treated quite 
separately” (P8, 2011, p. 2). P8 claimed this separation applied to both HSP students 
and teachers.  
We weren’t really accepted in simple things like assembly and parade like we 
weren’t even allowed to go or if we did go we were put right at the back of 
the hall. And I think lunch times the students would kind of gather together 
naturally, obviously because they want to be with their own group but it was 
very, very separate. I think that changed later on. (P8, 2011, p. 2) 
Discussion 
P8’s involvement in international programs indicated that the Principal (P1) and 
the International Manager (PR) supported and empowered her to develop the HSP 
program and the Japanese LOTE program with considerable autonomy. The 
Principal’s facilitative form of leadership in these matters, together with the related 
support of the International Manager, indicated that this “power through” strategy 
(Blase, 1991) for managing key staff at the College enabled P8 to exercise agency in 
shaping the implementation processes for HSP and LOTE. Harris (2010) claimed that 
this is a very effective approach to achieving change and that “schools that are 
successful have restructured and redesigned themselves deliberately so that leadership 
can be more widely shared and spread; they have remodelled roles and 
responsibilities” (p. 62). Furthermore, Gurr et al. (2006) noted that “successful leaders 
also promoted a culture in which innovation and risk taking were encouraged and 
supported” (p. 376).  
P8’s capacity to innovate was demonstrated by her initiative in streaming classes 
in LOTE subjects and by inviting native speakers into classrooms. According to Lo 
Bianco and Slaughter (2009), when students are not streamed according to ability, 
“many committed students complained that they were distracted from learning because 
of the waverers, and insisted that classes should be streamed, removing the 
uninterested and the disruptive ‘out of here’ ” (p. 57). Lo Bianco and Slaughter (2009) 
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also acknowledged the value of engaging native speakers in stating “local language 
holders are repositories of second language capability in the population” (p. 5). The 
inclusion of both these strategies was identified by P8 as making a significant 
contribution to increased engagement of domestic students in an Asian LOTE subject 
(Japanese). Furthermore, P8’s actions went beyond language teaching in the 
development of intercultural understanding (Asia Education Foundation, 2013) and 
her approach to integrating students through sporting and social activities, as well as 
engaging Middle School teachers, demonstrated entrepreneurial approaches to 
facilitate cross-cultural engagement. Hence, P8 served a pivotal role in the 
development of intercultural acceptance of Asian international students by domestic 
students and teachers.  
P8’s initiatives at the College, enabled by the Principal’s (P1) facilitative 
leadership, illustrated the critical role knowledgeable and skilled teachers play in 
achieving school-based change. According to Halse (2013b), “the key driver [to 
delivering an Asia capable workforce] will be a teaching workforce that is equipped 
with the knowledge, understanding and skills required to deliver on the goal of Asia 
literacy for every young Australian” (p. 3). Enabling P8 with opportunities to develop 
the HSP program resulted in increased domestic student engagement with Asian 
international students. This reflected a form of acceptance, or tolerance, to learning 
about other cultures which Hassim (2015) argued is necessary for intercultural learning 
(Asia Education Foundation, 2013) to be realised in schools. Through her proactive 
work to foster the cultural acceptance of international students in the College, P8 was 
indicative of the critical role highly motivated individuals play in implementing policy. 
Ball et al. (2011a) referred to such key individuals as policy “transactors”, for “the 
policies that count most are those that are counted, although transactors can also be 
creative accountants and fabricators of policy responses” (p. 630). 
P8’s semi-structured interview also revealed her concerns that other staff 
members in the College resented the fact that the HSP unit and, more broadly, 
international programs in the school received higher levels of investment in resourcing 
than other departments. The lack of understanding about the programs contributed to 
the resistance of staff in accepting international students and served to separate the 
HSP unit further from the mainstream school. This finding reflected the 
implementation challenges that can be promoted by top-down (Birkland, 2010) 
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approaches to the administration, management and communication of change in 
schools. In this sense, the issue of staff resistance to international programs and 
international students was a microcosm of the macro context Pang (2005) observed 
when educational change occurs “within a competitive global economy” and how it 
can prompt “new forms of social exclusion” (p. 192).  
P8’s reflections indicated that the international students from Asia, already 
perceived as different by mainstream staff and students, were further marginalised by 
perceptions of being favoured in the College. The perceived favouritism about the 
allocation of funds, exacerbated by inadequate communication from the Principal (P1) 
and the International Manager (PR), highlights MacDonald’s (2009) caution about the 
implications of business decision-making in a school context. For example, the 
establishment of HSP required air conditioning, whiteboards and resources in order to 
present a competitive environment in the international schooling market and encourage 
fee-paying students to the school, yet these resources were not available in other school 
classrooms. Such concerns also reflected the micropolitics at play (Blase, 1991) in the 
College, when various interest groups, like those resisting the Asian “other” sought to 
achieve different objectives such as maintaining the status quo (Cranston & Ehrich, 
2009b).  
Furthermore, such resistance could have been indicative of the lingering colonial 
or Orientalist (Said, 1993, 1995) mindset which privileged European and Anglo 
assumptions of superiority in relation to others from non-Western contexts (Rizvi, 
2013; Said, 1993, 1995; Williamson-Fien, 1996) and, in turn, extended the borders of 
marginalisation to include international program staff in the College. According to Pan 
(2013) “even though such overtly racist and narcissistic visions have subsided in recent 
years, a strong binary sense of Australianness vis-à-vis Asianness continues to linger” 
(p. 77). As noted earlier, it was significant that despite the efforts of P8 and her Middle 
School colleagues, there were no curriculum approaches to support the development 
of Asia literacy and intercultural understanding at the case school. Aspects of the 
micropolitics of resistance surrounding the implementation of international programs 
in the case school are further analysed in the researcher reflections in section 5.2.  
P8’s strategies, aimed at developing meaningful links between Australian and 
Asian students in the school, demonstrated that she had positioned herself in a Third 
Space (Bhabha, 1995) and that she sought to bring international and Australian 
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students into this space for cultural exchange. This approach was congruent with Koh’s 
(2013) vision for young people “from within Australia and Asia” to “come together to 
work collaboratively . . . to fashion personal and social narratives about contemporary 
social issues that matter to them and their society” (p. 87). P8’s efforts to bridge pre-
existing cultural boundaries and achieve the acceptance of Asian international students 
through a range of interactive opportunities reflected Hassim’s (2015) notion of Third 
Space as one “space where people of diverse backgrounds can explore where and how 
their cultures intersect” (p. 20).  
5.1.6 P9 (Senior School teacher) 
P9 taught at the school for nine years and was familiar with the school culture 
and community. During 2004, she was on extended leave from Green Valley State 
College. In 2004 and across the years of initial development of the international 
program, P9 worked as a relief teacher and later returned to the school in a full-time 
capacity, teaching predominantly in the Senior School. P9 thus offered a unique long-
term perspective on the case school’s growth and change from an outsider’s view, as 
she had only limited direct exposure to teaching international students. Analysis of 
findings from P9’s semi-structured interview revealed the themes of multiple benefits, 
cultural shifts or engagement with Asian international students in the site school, and 
school-based administration and management issues, and these are elaborated as 
follows.  
Multiple benefits 
The benefits of international programs to both students and the case school were 
recognised by P9, who commented that “it’s part of the school . . . it benefits us on a lot 
of levels for the students, for all sorts of reasons we get a lot out of it” (P9, 2011, p. 7). 
In terms similar to P7, P9 referred to the possibilities of aspirational outcomes such as 
“future job prospects and those sorts of things and travel” (P9, 2011, p. 6) that could be 
generated by Green Valley State College’s international programs. In the context of this 
broader perspective, P9’s future-focused view reflected the emphasis of the Melbourne 
Declaration’s (MCEETYA, 2008) preamble in terms of preparing young people for a 
global, interconnected future. She noted: 
The school is looking to the future and relationships between countries and 
what will serve, what’s going to be of a great advantage to our students, to all 
 194 A Case Study of Implementing International Programs in One State School 
the students and our students learning Asian languages, that’s going to be great 
for them. (P9, 2011, p. 5)  
Engagement with Asian international students 
This section examines the process of engagement with Asian international 
students that developed at Green Valley State College through the categories that 
emerged from P9’s semi-structured interview. In the first period (2004), P9 identified 
the process of engagement with Asian international students that was occurring at the 
case school as a result of the inclusion of international programs. She claimed when 
she returned to the school for relief teaching, she noticed an engagement with other 
cultures had developed: “I really noticed a big change in the population of the school 
certainly and I guess a cultural enrichment because we had all the international 
students with us now” (2011, p. 1). Findings suggest P9 was positive about such 
observations: “it was good to see, the school was really buzzing because we had all 
these students around” (P9, 2011, p. 1).  
P9 attributed the development of international programs and the acceptance of 
international students in the school to the high levels of tolerance demonstrated by 
mainstream students. As detailed in section 1.3, international students could be in the 
school for up to three years.  She reflected: “our students are very accepting . . . I don’t 
think they think of it as anything unusual or different or . . . I think it’s just, it’s who we 
are” (2011, p. 7). P9 also viewed international programs in terms of providing the case 
school with exposure to various cultures and new ways of learning about others as 
teachers adapted to learners outside the cultural norm. She reflected on a fascination with 
the unfamiliar presented by Asian international students: “I think it’s great for the 
students because . . . it’s very culturally enriching for them to have students from 
different cultures and all different backgrounds. I think that’s great, that’s a real benefit” 
(P9, 2011, p. 2). Kostogriz (2013) categorises these benefits as hospitable education 
which “obliges teachers to think not only about what it means to welcome students that 
are others, but also what it means to recognise their identities, values, texts, knowledge 
and meanings in the learning environment” (p. 90). However, findings also indicate P9’s 
concern that not all students were accepting of “others”. For example, she referred to a 
girl (international student) who was “isolated from the rest of that year group, from that 
class” (P9, 2011, p. 3) and attributed her shyness, language skills and the fact that she 
was older than the cohort as contributing factors to her marginalisation.  
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Consistent with P8, P9 also identified a marginalisation not only of Asian 
international students, but of the International Department (inclusive of HSP), 
observing “the international staff is, you know, quite separate to the other staff” (2011, 
p. 5). P9 endorsed the idea that international programs provided the platform for 
intercultural understanding, which in her view should be embraced in schooling. She 
reflected “I think schools are the best place to start, bringing about change. And I think 
with travel being more affordable . . . it’s important that we build those relationships 
with other schools and the students get used to it” (2011, p. 7).  
Findings indicate that P9 identified increased acceptance of cultural difference 
over time in the case school as domestic students became more comfortable with the 
presence of international students and interacted with them in classes, sporting 
activities and social interactions. These activities and interactions reflected P8’s 
approaches to deconstructing the marginalisation of international students that had 
been evident in the first period. While admitting that “socially many of the 
international students at lunchtime will hang out together and I fully understand that” 
(2011, p. 4), P9 also acknowledged effective social interaction during class time. P9 
recognised the role of sport in overcoming language barriers: “when there’d be a 
sporting game . . . that’s a good way of really getting everyone together because it 
doesn’t necessarily rely on language skills to be able to get out there and play a game 
of some description” (2011, p. 4). Yet whilst P9 was able to comment on the gradual 
change in student attitude towards students from the Asia region in the school, she 
made no mention of her awareness of any direct teaching strategies to develop 
intercultural understanding or Asia literacy in the school’s curriculum.  
School-based administration and management 
The sub-themes of lack of whole school planning and inadequate communication 
emerged from P9’s data. Data analysis revealed that at one level, she identified the 
Principal’s (P1) key role in introducing international programs to the school. P9 
attributed those gradual changes she observed during the programs’ implementation to 
the influence of key staff, specifically the International Manager’s actions, and the 
Principal’s experience and business networks with international programs. She 
acknowledged “having two members of staff who were really involved in it, had . . . 
experience with it, seen it working before, I think that made it a lot easier than a school 
which wouldn’t have that” (2011, p. 1). However, at another level, findings also 
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indicated communication flaws in the school, for while P9 acknowledged the financial 
impact of international programs, she couldn’t account for allocation of funds, claiming: 
For me personally I don’t see that in my subject area, whether funding comes 
through, I’m not quite sure but I’m not aware of that myself. But I can see 
improvements around the school certainly. But at a grass roots level I don’t 
know if I have a handle on exactly where all that money goes or what’s 
happening there. (P9, 2011, p. 2) 
P9’s comment was consistent with P6’s uncertainty about the allocation of 
international funds at the case school and her observations that some staff were 
resentful and confused about how funding for international programs was distributed 
in the school. Reflecting on the second period (November 2007 to February 2008), P9 
considered it as a “period of adjustment” for the international programs (2011, p. 5) 
and attributed growth to both internal and external factors. Internal factors P9 noted 
were related to an upgrading of school facilities, an extensive homestay base and a 
quality student welfare program to support international students. Externally, P9 
referred to global events reflected in favourable economic times to an increase in 
transnational travel and promotional activities conducted by the case school. However, 
P9 noted that the growth of international programs also created some confusion in the 
case school, particularly for those staff not directly involved in international programs. 
P9 recalled that it “was hard to get your head around as to who was here, who was 
coming into your class, who’d be here for three weeks, this one will be here for this 
long” (2011, p. 3), referring to different types of international programs such as study 
tours (up to six weeks in duration) and long-term international students (up to three 
years at the case school). Such confusion about requirements of different types of 
international programs (as explained in section 1.3) highlighted communication 
deficiencies at the case school in terms of the management and implementation of 
these programs.  
A further benefit of international programs identified by P9 was that 
international students raised the academic standards of the case school by influencing 
the work ethic of domestic students. She explained: 
If you’ve got students who are achieving, that naturally pulls other students 
up. It sets a bit of a climate in the room so that’s always beneficial . . . any 
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student who is a high achiever in your class is great because it does move the 
benchmark for the rest of the group. (P9, 2011, p. 4) 
However, P9 also recognised that English proficiency proved to be a stumbling block 
for many international students:  
I think that they are motivated but sometimes the English is the obstacle and 
it’s difficult and I can only imagine it’s difficult sitting in a room you know 
where the conversation is fast and you know all of those sort of nuances of the 
language would make it difficult. (2011, p. 4)  
Whilst P9 noted that the limited English capabilities of Asian international students 
hindered the academic performance of international students, she made no mention of 
the differentiation processes she applied to cater for those language difficulties in her 
teaching. However, P9 also acknowledged that effective ESL support was essential but 
lacking in the case school.  
Discussion 
Despite a lack of whole school planning and inadequate communication, P9 
considered the blend between international programs and the increased acceptance of 
Asian students in the school to be a “good partnership” (P9, 2011, p. 6). Further, she 
recognised the inherent depth and scope of such benefits to the school. She reflected 
that having “a good percentage of Asian students at the school . . . making the most of 
when we’ve got this opportunity to bring in a program that’s going to benefit all of the 
students” (2011, p. 6) prompted capacity building opportunities for students. P9’s 
reflections evidenced that she observed a potential weakening of the traces of colonial 
mindsets in the College (Gikandi, 2005). It also indicated her desire to see 
opportunities for meaningful relationships between international students from Asia 
and Australian students to be realised at the College.  
However, P9 was also concerned at how international students “fitted in” to 
mainstream schooling and she recognised the struggle international students faced to 
integrate. Kostogriz (2013) referred to the need for domestic students and teachers to 
open up room – a Third Space – for international students to feel welcomed without 
pressure to abandon their culture. He stated “for education to be hospitable and 
welcoming to the Asian ‘other’, it needs to be extended without the imposition of any 
condition for culturally different students to assimilate or for their cultures and 
knowledges to be devalued” (Kostogriz, 2013, p. 91). However, while P9 recognised 
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that international students struggled to integrate into mainstream schooling at the 
College, she appeared unaware of any cultural bias present within the case school.  
From a postcolonial perspective, P9’s observations about what was happening 
at the College indicated that as “Asian others”, international students from the region 
were positioned on the margins at the outset during the first period of implementation 
from January to December 2004. Such initial resistance to the Asian “other” could, in 
part, be attributed to the school administration’s failure in communication. During the 
second and third periods, the legacy of colonial attitudes (Rizvi, 2013, 2015) seemed 
to dissipate and the gradual shift inwards towards the mainstream that unfolded at the 
College was suggestive of the development of a conceptual Third Space, one where 
more open communication at the cultural interface (Nakata, 2008, 2010) facilitated 
intercultural understanding (Hassim, 2015). This shift in the College from a dominant 
Eurocentric perspective about students from Asia to a more inclusive perspective 
where acceptance of Asian international students was becoming more mainstream was 
significant. However, P9’s narrative also indicated the degree of ambivalence that 
prevailed and the fact that some staff actively resisted the development of international 
programs in the College. 
5.1.7 P10 (Senior School teacher and International Form teacher) 
P10 was an Australian Anglo-Saxon who was employed as a teacher at the site 
school. Prior to commencing his teaching career, P10 worked in business in Korea and 
was fluent in Korean, one of the targeted National Asian Languages and Studies in 
Schools Program (NALSSP) languages. He also spoke Japanese at a lower level of 
competency. After returning to Australia, P10 completed a postgraduate degree in 
education, and taught at Green Valley State College as part of the required practicums 
in his preservice degree. Following graduation, P10 was offered a contract at the case 
school, teaching predominantly in the Senior School. This position was funded through 
income earned from fee-paying international students.  
P10 was involved with international students as their form teacher at the site 
school during 2010, and his employment as an Australian teacher who was fluent in 
Korean and had in-country experience provided a model of an “Asia-capable” 
employee to case school students. P10’s employment also suggested that the school 
administration prioritised teaching an Asian language in the school under the NALSSP 
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program. However, the findings indicate that P10 was critical of both the leadership of 
international programs and approaches to teaching about Asian languages and cultures 
at the case school. Furthermore, he identified resistance amongst his teaching 
colleagues towards engaging with the Asian international students and efforts to foster 
intercultural understanding. The themes that emerged from the findings of P10’s 
interview relate to lack of whole school planning and communication and the processes 
of cultural change (engagement with other cultures, resistance and acceptance) in the 
site school.  
Engagement with Asian international students 
While P10 mentioned Asia literacy seven times in his narrative, his understanding 
of the term, consistent with other participants, was also flawed and shallow. Put simply, 
P10 indicated that his understanding of the concept was simply Asia awareness. As 
evident in the findings from semi-structured interview data, P10’s view of Asia literacy 
was instrumental and linked to a broad awareness of Asia and a focus on knowing Asia 
was “there” as a potential source of fee-paying students rather than a deeper notion of 
intercultural understanding. This was evident in P10’s recognition of the involvement of 
industry bodies through the Asia Literacy Ambassadors program in the case school in 
supporting and educating students in learning “about” the countries of the Asia region, 
rather than developing in-depth knowledge and understanding about the history, 
geography and cultures of the region. 
In this context, findings indicate that P10’s use of the term Asia literacy was 
driven by his previous experience working in corporate industries in Asia. He claimed 
“I discuss it [Asia literacy] with people outside of the school and they’ve shown lots 
of interest in it and so has industry” (2011, p. 2). P10’s corporate or instrumental view 
of Asia literacy was also indicative of the instrumental focus on Asia evident in the 
Australia in the Asian Century White Paper (Australian Government, 2012) which was 
released two years after the research period. P10 lamented that “it’s [Asia literacy] 
only been exposed to a small number of students and I think that it would have been 
more successful if perhaps all of the students could have heard those stories [of 
working in Asia] rather than some of them” (P10, 2011, p. 2). Despite his instrumental 
focus, P10 was concerned that there were no efforts to introduce knowledge and 
understanding about Asia into the curriculum in the site school and only a small 
number of students were actively engaged with Asian international students. 
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P10 identified disparities in the adoption of Asia literacy as measured by student 
involvement in activities that provided opportunities to learn about Asia. He claimed 
that as these activities developed “towards the end of this year, I gradually saw that 
students were becoming interconnected and sharing and embracing Asia literacy” 
(P10, 2011, p. 1). However, while P10 recognised strategies to implement what he 
labelled as Asia literacy, such nomenclature had no substance inasmuch as it 
essentially encapsulated awareness only. Furthermore, researcher reflections (section 
5.2) will reveal the International Manager’s understanding of what Asia literacy 
entailed was also flawed and motivated by economic gain. Consistent with this lack of 
an educational approach, findings indicate that P10 only identified an engagement with 
Asian international students in a small group of domestic students who recognised the 
value of interaction with them. He claimed that the wider school community held a 
different perspective of the Asian “other”:  
A lot of the students don’t know anything about Asia and like the teachers, 
they see it as, I guess, some kind of like – oh what’s a nice way to put it? I 
don’t want to use the word invasion but . . . they were just overwhelmed by, I 
guess, the growing population of Asian students or Asian presence in 
Australia. (P10, 2011, p. 2)   
P10 identified two contrasting perspectives amongst staff about the school’s 
designation as an Asia Learning Centre during the period from December 2009 to May 
2010. On the one hand, he recognised that the International Manager and the 
International Department were “working very hard to have this idea of Asia literacy 
adopted and implemented into the curriculum” (P10, 2011, p. 1). On the other hand, P10 
could not recognise teacher support for efforts to develop learning about Asia in the 
school curriculum. He claimed “I didn’t see teachers embracing Asia literacy in their 
lessons or their curriculum. I didn’t see any examples being used” (P10, 2011, p. 1). This 
finding indicated some of the challenges involved in embedding approaches to 
intercultural understanding in the school curriculum and teacher reluctance to initiate 
this form of learning themselves. For example, P10 posed the question, “were they 
afraid?” [of teaching about Asia] (P10, 2011, p. 1).Yet, as noted, the findings indicated 
there was confusion with the concept of Asia literacy and no clear and informed 
understanding of the term or how it could be implemented in the College. 
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P10 attributed a combination of teacher fear of the “other”, lingering racism and 
ignorance as barriers to the introduction of curriculum and pedagogical approaches to 
learning about Asia, commenting:  
I know that some teachers were utilising and discussing Asia literacy but there 
seemed to me that Asia wasn’t embraced by the majority of teachers. Asia was 
looked at as some kind of fear that they were afraid of, that they didn’t know 
much about. So they couldn’t actually teach it. (P10, 2011, p. 1)   
Findings indicate that P10 was concerned by some of the language used by teachers at 
the College such as “invasion” and “feeling overwhelmed” when they referred to 
international students. As noted earlier, P10’s perspectives about developing Asia 
awareness had been shaped by his previous employment and he emphasised the need 
for teacher professional development for those teachers who had not been “exposed” 
to Asia: “how can they [teachers] implement Asia literacy, Asian awareness if they 
don’t know anything themselves?” (2011, p. 1). A significant finding was that P10 
attributed the gaps in teacher knowledge about Asia and reluctance to learn about Asia 
to the lack of leadership and support for the concept in the site school. With reference 
to the development of the program in the school, P10 stressed:  
The program itself, I don’t think it’s worked as well as what it could have 
because it was not supported . . . if we want the program to run as what it was 
intended to we need to educate the teachers first of all. Because the teachers 
are there in front of the students and without their knowledge and 
understanding of what Asia literacy is or why it’s important, they can’t 
transfer that to the students. (P10, 2011, p. 2)   
School-based administration and management  
In contrast to the findings from participants in the study who identified the 
progression of the case school to an Asia Learning Centre as a logical consequence of 
the development of international programs, P10 attributed the school’s designation as 
an Asia Learning Centre to the appointment of the International Manager (PR) and the 
vision and entrepreneurial approaches he applied to this role in the school. P10 recalled 
that the International Manager identified a “niche market and I believe that he saw the 
potential in our school so he had an idea, he shared his idea, he was supported, and it 
was implemented” (2011, p. 1). P10’s comments reflected my own entrepreneurial 
approach to engage P10 (with Asian language and employment experience) to build 
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capacity at the case school. Gurr (2008) identified the building of personal, 
professional, organisational and community capacities as “key structural elements of 
successful schools” (p. 15) and findings from P10’s interview suggest that the 
International Manager embraced the opportunities he was given through his position 
in the school to drive change and that this form of leadership was recognised in the 
school by some staff. 
Consistent with other participants, P10 demonstrated uncertainty about the 
allocation of international funding in the school. Findings indicate he was unaware of 
the financial outcomes of international programs: “I don’t have much knowledge or 
rationale because the financial dealings were dealt with by admin and [the International 
Manager]” (2011, p. 1). P10 lamented that he could not recognise any financial benefit 
to teachers in terms of professional development opportunities, and the fact that they 
were not consulted about the allocation of funds. He noted:  
There was a lot of tug of war, there’s . . . in-house fighting against departments 
. . . and resentments about allocation of resources and some teachers were led 
to believe that the International Department has more funds than what they 
have. And they thought it was unfair. (2011, p. 2) 
This finding was not atypical of what can occur in international schools generating 
profit from their fee-paying programs, as MacDonald (2008) observed: “if the 
operating result was too high, stakeholders would probably pressure the board to 
increase investment in the educational program” (p. 42). Findings indicate that P10 
attributed staff concern about the allocation of those funds raised from international 
programs to poor methods of communication in the school, which, he contended, also 
contributed to decreased support for the International Department and its associated 
programs.  
Discussion 
Analysis of P10’s semi-structured interview indicates that he was confident his 
study and work experiences in Asia prior to arriving at Green Valley State College 
made him Asia-aware and Asia-literate. At one level, he provided an example of a 
teacher who was ready to engage with the Asian international “others” in the school, 
reflecting a “postcolonial confidence” (Rizvi, 2012, p. 73) not identified in other 
participants. Halse (2013b) described confident Asia-literate teachers as those who 
readily and skilfully apply the study of Asia in their curriculum and pedagogy and 
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“actively build intercultural understanding” (p. 6). Yet although P10’s discourse 
reflected his confidence in his own (assumed) Asia literacy, there was no evidence in 
the data to indicate a deeper knowledge of its curriculum or pedagogical application.  
Despite this misunderstanding, P10’s experiences in Asia through employment 
and travel, coupled with his capacity to speak Korean and Japanese, created the 
impression that he was an Asia-capable Australian who could engage with the region, 
and thus he presented something of a role model to the students and staff at the College. 
P10’s capabilities appeared to align with policy calls for an Asia-capable workforce, 
which Rizvi (2012) noted was emphasised in the Australia in the Asian Century White 
Paper (Australian Government, 2012) as fundamental to “Australia’s integration into 
Asia” and “essential for its prosperity, its social and economic vibrancy and its 
security” (p. 73).  
Findings indicate that although P10 was fluent in Korean, spoke Japanese to a 
level of competency, and had first-hand experience of working in South Korea, he used 
the term Asia literacy as a shorthand expression for simple awareness of Asia rather 
than based on any foundational knowledge and understanding of the region. It seemed 
that he was unaware of the discursive ways in which instrumental education policy 
prescription and school practices related to “knowing Asia” for economic gain can 
perpetuate colonial inequalities (Crossley & Tikly, 2004). According to P10, factors 
hindering the progression of Asia literacy included teachers’ lack of understanding of 
the value of Asia literacy and inadequate leadership within the school to promote the 
notion. Pang (2005) indicated such factors may be attributed to an “uneasiness about 
the promotion of Asia literacy as an ‘economic project’ rather than treating it for its 
educational worth” (p. 180).  
Furthermore, P10 identified the impact of the presence of international students 
in the College in terms of the marginalisation of the Asian “other”. He attributed a 
combination of teacher fear and ignorance as barriers to the introduction of curriculum 
and pedagogical approaches to Asia literacy, noting that staff used terms such as 
“invasion” and “feeling overwhelmed” when referring to international students at the 
College. The findings from P10’s semi-structured interview highlight the nature of the 
challenge the school administration faced and, it seems, did not address in terms of 
encouraging more of the teaching staff at the College to accept and engage with the 
international students on campus. As with other participants in the present study, P10 
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noted that there were no specific programs to address fear or social change and foster 
cultural diversity at the College. In conclusion, P10’s semi-structured interview 
presented a range of conflicting perspectives. The next section discusses these factors 
within the context of the findings from all seven semi-structured interviews. 
5.1.8 Discussion and analysis of findings from past students, teachers and 
administrative staff 
An analysis of findings from the seven (n=7) interviews with eight (n=8) 
participants indicates that the implementation of international programs at Green Valley 
State College was complex and contested. This was hardly surprising, given that the 
College had a predominantly Anglo demographic and the arrival of fee-paying 
international students from the Asia region was a new phenomenon (Owen et al., 2006; 
Roberts, 2003). The narratives from semi-structured interviews collectively identified a 
fluctuating process of resistance and acceptance from College students and teachers 
towards international students as Asian “others”. Insufficient preparation and planning 
as well as inadequate communication meant that staff and students were not well 
prepared for international programs and did not understand what they entailed. This was 
also reflected in misunderstandings and resentment about how funding from 
international programs was disbursed within the College.  
Collectively, the participants acknowledged that, like other schools, Green 
Valley State College was expected to respond to global factors (Cambridge, 2000) in 
order to prepare students for future employment in more geographically diverse work 
places. P7, for example, endorsed the neoliberal focus of P1 and the relieving Principal 
to purposively position the school to respond to changes prompted by globalisation by 
securing income through international programs. In this context, participants 
acknowledged the initiative and entrepreneurial work of the Principal (P1), and other 
key staff, including one individual who was then appointed to the position of the 
International Manager (PR), in instigating the implementation of international 
programs. Whilst the income secured from international programs was valued, as 
noted, its disbursement within the school was not understood. Neither were staff 
cognisant of the challenges the Principal faced in securing funding for the College in 
the face of government shortfalls. Hence, whilst the Principal was acting proactively 
to position the College to capitalise on the global policy trend of “the corporatization 
and marketization of education” (Rizvi & Lingard, 2010, p. 80), through the 
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introduction of fee-paying international student programs, he did not convey the 
factors of how this might be achieved to his staff.  The data provided by the participants 
identified limited preparation for members of the school community (parents, teachers, 
other staff and students) for the inclusion of international programs.  
Similarly, the Principal’s (P1) desire to internationalise (Bunnell, 2007; 
MacDonald, 2009; Roberts, 2003) College students’ perspectives by giving them 
opportunities on their own campus to interact with visiting students from the Asia 
region was not effectively communicated to staff. Findings indicate that inadequate 
planning, preparation and communication impeded staff and student engagement with 
the program most notably in the first phase from 2004. This was because the program 
was imposed on the school through a top-down process (Birkland, 2010), first in the 
form of study tours (up to six weeks in duration) and then later via full-fee-paying 
students (up to three years). For example, P6, who was involved with international 
programs from their commencement in 2004, identified a different vision for the 
inclusion of international programs to P1. These processes indicated a lack of 
preparation on behalf of the leadership team and a gap between policy and practice 
(Ball, 2003; Ball et al., 2011a, 2011b).  
A range of extra-curricular activities were developed by key staff members such 
as P8 to enrich and support the program and to foster Asian language learning (P10). 
Concomitantly, those professional staff involved in the running of international 
programs took their responsibilities seriously to administer the program (P6) and 
organise supportive homestays (P7), whilst students such as P4 and P5 embraced 
leadership opportunities to foster meaningful intercultural exchange between the 
international students and domestic students. However, there was no evidence of the 
development of pedagogical or curricula approaches towards fostering intercultural 
understanding. Although claims were made during the third period that the College 
was developing Asia literacy (P10), and these claims culminated in its designation as 
an Asia Learning Centre, there was no evidence that this was actually occurring at the 
College.  
Furthermore, assumptions about what Asia literacy (Asia Education Foundation, 
2013) entailed were flawed and this meant that references to it were, at best, shallow 
and inappropriate. The only attempts towards fostering Asia literacy in the College 
(inasmuch as it referred to Asian languages and cultures) was the introduction of 
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Japanese LOTE and a token approach by some Middle School teachers to facilitate a 
survey of international students by domestic students. However, as indicated in 
Chapter 2, the literature on Asia literacy indicates that it requires curriculum 
approaches that develop knowledge and understanding about a range of historical, 
sociocultural, geographical and political factors. From this base the more affective 
components of intercultural understanding can be realised (Hassim, 2015; Rizvi, 
2013).  
Findings also indicate that the attitudes of domestic students and teachers varied 
across the research period and that, over time, gradual changes occurred in response 
to the process of engagement with Asian international students. During the first period 
in 2004, when the programs were instigated, and the second period from November 
2007 to February 2008, when the international program offerings increased rapidly in 
number and more students from Asian countries were present on campus, resistance 
towards the Asian international students appeared more prevalent. By the third period 
from December 2009 to May 2010, there were signs of much greater acceptance 
towards international students. Indeed, a longstanding staff member, P9, who was not 
directly involved in the programs, commented on what she considered to be a 
“multicultural environment” developing in the school, by which she meant more 
genuine interactions between international and domestic students. 
However, there was still significant resistance towards the programs, particularly 
by some staff, as noted by P8, P9 and P10. Such fluctuating attitudes in a school with a 
predominantly Anglo demographic indicated that accepting students with different 
cultures from Asia was challenging and some international students were marginalised. 
The marginalisation that occurred in the case school was not limited to Asian 
international students, but also to staff who identified with these students. The process 
of “othering” that occurred at the College extended to staff who supported international 
programs and they were identified with the Asian “other”. The extension of a 
marginalisation to include international program staff was not helped by a lack of 
support and planning for intercultural understanding. This observation was emphasised 
in the narratives of P8 and P10.  
It can be argued that the changes at Green Valley State College were indicative of 
what can happen in schools when they are unprepared for the insertion of policies and 
programs which are separate to the curriculum and not fully communicated to staff. 
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Whilst a corporate view considers the international student market in terms of the top-
down (Birkland, 2010; Rodrigue et al., 2009; Sabatier, 2007) insertion of a program into 
receiving local school environments, this view underestimates the range of challenges 
to be negotiated by a school’s staff and students. The lack of preparedness for this 
inclusion and the inadequate communication of a clear vision for the presence of 
international students on the College campus served to heighten a fear of the “other”. 
Findings indicate that such resistance, or indifference, suggested that some members of 
the school community assumed they were superior to non-European international 
students. This was indicative of Broinowski’s (1992) observation that traces of 
Orientalism, in the form of Eurocentrism, continue to shape the attitudes, or colonial 
mindsets, of some Australians about the peoples of the Asia region.  
Despite the identified flaws in the process of engagement with Asian 
international students and aspects of planning and communication, the semi-structured 
interviews identified the potential of international programs and possibilities to 
develop intercultural understanding and international mindedness. This was especially 
evident in the findings from the joint semi-structured interview with past students P4 
and P5, and that with the HSP teacher and Director of Studies, P8. The initiatives and 
determination with which P8 approached her work in the College indicated that she 
sought to foster a genuine cultural interface (Nakata, 2008, 2010) in a Third Space 
(Bhabha, 1995; Hassim, 2015) to connect international and domestic students. 
Williamson-Fien (1996) referred to such efforts in terms of a postcolonial response. 
She contended that educators who recognise the value of a Third Space for working to 
achieve engagement with people from other cultures also actively deconstruct their 
own assumptions prior to engagement. Hence, when teachers critically reflect on the 
assumptions they bring prior to their efforts to engage, they are more able to learn with 
and from the people of the region. According to Williamson-Fien, “postcolonial 
perspectives start with ‘us’. We need to deconstruct the discursive frameworks through 
which we ‘see’ ‘Asia’ and translate it into Asian studies” (Williamson-Fien, 1996, p. 
70).  
Significantly, all participants identified the changing perspectives of students at 
the case school towards the Asian “other” due to the inclusion of Asian international 
students in Green Valley State College. The development of the International Student 
Ambassador (ISA) program was identified as creating opportunities for cultural 
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exchange seen as critical for this process. The value of shared and inclusive activities 
provided a context for developing self-awareness and understanding of others amongst 
many students. Participants recognised the multiple benefits of international programs, 
which brought not only financial rewards to the school, but also social, academic and 
profile benefits.  
The following section analyses the participant researcher’s (PR) own 
recollections of the research period (2004 to 2010).  
5.2 FINDINGS FROM THE RESEARCHER REFLECTIONS 
Writing researcher reflections in the form of journal entries provided the author 
as a participant researcher (PR) with the opportunity to reflect on and to re-evaluate 
the events that occurred within three specific time frames over the research period from 
January 2004 to May 2010. As mentioned in section 3.4.2, the researcher reflections 
were compiled in two intensive periods of reflection during the last half of 2011 and 
between July and September 2012. These two reflection periods were separated by the 
semi-structured interviews. The second reflection period provided me the opportunity 
for further reflection by drawing on the participant semi-structured interview 
transcripts. As Boud (2001) commented, this process  
includes relating new information to that which is already known, seeking 
relationships between new and old ideas, determining the authenticity for 
ourselves of the ideas and feelings that have resulted, and making the resulting 
knowledge one’s own, that is, a part of one’s normal ways of operating. (p. 
14)   
As noted in Chapter 1, I took extended leave from Green Valley State College 
from 2001 to 2003 to pursue family business interests which included the provision of 
study tours. These study tours, normally one to two weeks in duration, involved 
overseas students, generally from an Asian nation, visiting Australia. In 2004, I 
returned to my teaching role at the school at the same time that a new Principal (P1) 
was appointed. When P1 became aware of my experiences in managing international 
study tours, he asked me to become involved in developing the school’s international 
programs and subsequently appointed me as the International Manager. 
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The reflections captured in my journal were analysed in two phases. During the 
first phase of analysis, the journal entries were interpreted and analysed to identify 
emergent themes, and four significant patterned responses and meaning within the data 
set (Braun & Clarke, 2006) were identified. The first theme referred to the conflicting 
tensions which accompanied the implementation of international programs in the 
College concerned with school administration, such as lack of planning and inadequate 
communication. Related to this was the second theme, which captured the responses 
in data that revealed a misunderstanding of what the term Asia literacy entailed. The 
third theme encapsulated the range of responses about the benefits that accompanied 
the introduction of international programs at Green Valley State College. Engagement 
with Asian international students, the fourth theme, encompassed staff and student 
reactions to international programs and the presence of students from the Asia region 
on the College campus. These four themes are examined in sequence. Deductive 
analysis of data aimed to identify the underlying ideas, assumptions, 
conceptualisations and ideologies that shaped the semantic content of the data. This 
deductive phase of thematic analysis at the latent level (Braun & Clarke, 2006) drew 
from the literature on policy analysis and neoliberal social imaginary and from selected 
postcolonial theoretical constructs in Chapter 2 including Orientalism, hybridity, Third 
Space and ambivalence. These are explored in the final section of this part of the 
chapter. 
5.2.1 School-based administration and management: Conflicting tensions 
The first theme encapsulated the conflicting motivations and tensions which 
shaped the implementation of international programs in Green Valley State College. 
These included different approaches to management in the College as the Principal 
and leadership team endeavoured to embed new profit-generating programs in a state 
school whilst assuming that staff and students would readily accommodate cohorts of 
visiting international students from Asia on campus. Findings with reference to the 
introduction of international programs in the school indicated that I was most 
conscious of the Principal’s (P1) desire to boost the College’s income. According to 
my researcher reflections, it was P1’s financial motives to secure more funding for the 
College that drove development of international programs, contrary to the desire to 
internationalise the perspectives of students that P1 had later flagged during his first 
interview. During this interview, P1 had claimed that the inclusion of international 
 210 A Case Study of Implementing International Programs in One State School 
programs was in fact a leadership strategy to guide the College to look to the future 
and broaden its vision and he downplayed the financial benefits of introducing such 
programs.  
The combination of P1’s public sector knowledge and my private market 
experience of international programs provided the expertise necessary to manage 
international programs in the College. P1 facilitated my involvement in building 
international programs at the school and in all activities I reported directly to P1. 
Findings suggest that P1 had assessed my skill set “in order to maximize leadership 
capabilities” (Cranston & Ehrich, 2009b, p. 128) and decided that giving me some 
autonomy was strategic to the effective implementation of the programs. However, as 
shown in this section, conflicting agendas were identified as P1 viewed international 
programs as the means to secure additional income and failed to engage staff in 
intercultural opportunities to engage domestic students with international students 
from Asia.  
Conflicting motivations were also revealed in the case school’s entrepreneurial 
approaches to be designated an Asia Learning Centre. The researcher reflection journal 
entries detailed that, at my instigation, four College staff members, comprising P1, a 
Primary Head of School, an Art teacher and myself, attended the 2009 AEF 
Conference in Melbourne. I had attended the AEF Conference in Adelaide the year 
before, and was impressed by the initiatives this organisation was taking to involve 
schools across Australia in developing Asia literacy. Accordingly, I assumed that the 
Melbourne conference presented an opportunity to lobby for the College to be selected 
as one of 20 Asia Learning Centres in Australia. I was keen to gain this accreditation 
as it had the potential to boost Green Valley State College’s profile and also to make 
the College more likely to attract state government funding at a time when EQ was 
pushing the study of Asian LOTEs in schools. According to my reflection journal, 
“having the Principal and Head of School part of the team actively lobbying to be an 
ALC [Asia Learning Centre] provided a stronger case for the school” (PR, 2012, p. 
58). This comment also reflects the presence of the confident, instrumental self who 
lobbied for the case school to have a leadership role in the development of Asia literacy 
and yet, as the researcher reflections reveal, had a flawed understanding of the concept. 
My initiative in engaging the case school leaders to attend the 2009 AEF 
Conference was also a strategy to expose them to conference sessions that had the 
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potential to broaden their knowledge of the significance of building intercultural 
understanding in conjunction with international programs in the College. However, P1 
made it clear that securing Green Valley State College’s appointment as an Asia 
Learning Centre was more about his desire to boost the school’s profile and gain more 
funding, rather than pursue intercultural understanding in the curriculum. 
Findings indicate that my reflection of the ease with which the case school was 
appointed as an Asia Learning Centre also signalled concern at the selection process. 
As noted earlier in this chapter with reference to the analysis of semi-structured 
interviews with eight participants, there were no moves to embed Asia literacy or 
intercultural understanding in or across the curriculum at the College. Furthermore, 
lack of understanding of the concept of Asia literacy and a resistance to the Asian 
“other” were evident amongst some staff and students at the case school. These 
findings raise questions about the ways in which the College positioned itself to be 
eligible for selection as an Asia Learning Centre and the processes that led to its 
successful selection.  
5.2.2 School-based administration and management: Flawed understandings of 
Asia literacy 
The arrival of a relieving Principal during 2008 prompted me to consider the 
potential of offering Asian LOTEs at the College and to try and encourage greater 
interaction between domestic and international students as a means of developing Asia 
literacy. This was because the relieving Principal had experience in developing a 
successful Japanese LOTE program at his previous school, which he claimed was 
instrumental in the development of Asia literacy, and he saw the opportunities for 
similar approaches to be developed at Green Valley State College. The following 
excerpt indicates the significance of the relieving Principal’s leadership in encouraging 
me to attend the 2008 AEF Conference and, in doing so, become exposed to other 
ideas about what might be achieved at the College through the concept of Asia literacy. 
The relieving Principal observed the benefits of international programs and 
became intricately involved. He was attending the AEF National Conference 
in Adelaide in May 2008 and invited me to join him. I had no expectations or 
knowledge of this conference and the notion of Asia literacy was new to me. 
I found myself immediately making links [to international programs] and 
realising the potential of the connection. (PR, 2012, p. 55) 
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However, despite attending the AEF Conference, my assumptions about what 
Asia literacy entailed were superficial and instrumental. Analysis of my journal entries 
indicates that I viewed Asia literacy as simply an additional strategy to market 
international programs to students from the Asia region and that I believed the 
development of Asia literacy in the site school would increase the intake of 
international students and boost the school’s profile in the education community. I 
assumed that the presence of international students on the school campus would be a 
positive experience for the students of Green Valley State College, and I did not fully 
appreciate that the development of Asia literacy, and the associated fostering of 
intercultural understanding, required changes to the school’s curriculum. 
I identified the match to Asia literacy and that I needed to capitalise on this, 
not only to increase the school’s profile in offering international programs, but 
that this was a valuable program for all students. Attending the AEF 
Conference had significantly changed my paradigm. (PR, 2012, p. 56) 
This statement again reflects the opportunistic nature of my confident, 
instrumentalist self. The perceived success of international programs in terms of 
increased numbers of international students gave rise to seeking other opportunities 
through the AEF Conference. Following the 2008 AEF Conference, the relieving 
Principal and I worked to include reference to Asia literacy in the College’s 
documentation and AOP. The relieving Principal’s entrepreneurial approaches 
towards his understanding of Asia-literate approaches at this time included the 
development of flagship projects, such as an outbound excursion of College students 
and staff to Japan. These strategies served to instigate and develop momentum for Asia 
awareness at the case school which continued beyond his tenure of two terms in 2008. 
It could be argued that the relieving Principal’s actions in encouraging  me to address 
Asia literacy reflected Gurr et al.’s (2006) empirical findings that school success is 
“derived from the development of a shared or collective vision for the school” (p. 377). 
In this case, the relieving Principal invested in my experience in international programs 
to broaden my potential to secure further funding. However, in my reflections I made 
no reference to implementing the 2008 AEF Conference’s focus on embedding Asia 
literacy and intercultural understanding in the curriculum. This reflected a consistent 
finding that approaches to intercultural understanding at the case school were not 
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supported by changes in the school’s curriculum despite access to students from Asia 
through international programs.  
The appointment of this relieving Principal provided the impetus for the joint 
development of international programs and Asia literacy. In many ways the 
combination of both principals [the relieving Principal and P1], the strength 
of each in their respective fields of Asia literacy and international programs in 
different seasons, had synergised. (PR, 2012, p. 14) 
This statement exposed my limited understanding of Asia literacy. At this stage, 
I was not cognisant of the “deep knowledge, skills and understandings about the 
histories, geographies, societies, cultures, literature and languages of the diverse 
countries that make up our region” (Asia Education Foundation, 2010b) that were 
required. Similarly, the relieving Principal’s understanding of Asia literacy was 
restricted to the context of Asian languages without the accompanying “studies” 
component in the curriculum. Furthermore, my journal entries revealed that I was 
conflating Asia literacy and intercultural understanding. My journal entry noted “he 
[the relieving Principal] understood the value of Asian interactions for the students” 
(PR, 2012, p. 14). However, at the time of this reflection, I assumed that “awareness” 
of Asia and/or offering students the opportunity to study an Asian LOTE would deliver 
Asia literacy at Green Valley State College. In sum, despite the experience of the 
relieving Principal in his previous school, during his short tenure of two terms at the 
case school in 2008 he did not facilitate exploration of curriculum approaches to foster 
understandings about Asia literacy, although the term Asia literacy, became embedded 
in Green Valley State College documents. Ironically, this “naming” of Asia literacy 
was without any curriculum base.  
The following section details the findings as I reflected on the multiple benefits 
generated to the school as international programs were implemented.  
5.2.3 Multiple benefits 
While the financial gains resulting from the implementation of international 
programs were significant during the second period from November 2007 to February 
2008, my journal entries revealed a growing awareness of the ways in which 
international programs were raising Green Valley State College’s profile in the wider 
community and how they were contributing to the academic life of the school. 
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Throughout 2004 and 2005, P6 (International Administrator) and I conducted a series of 
study tours which generated significant financial profits for the school. Approximately 
$70 000 was realised as profit in 2005. In contrast to other participants’ uncertainty about 
the allocation of funds, I was privy to the significant financial benefits of these programs 
to the school over the second period, as “towards the end of 2007, the program had 
developed to such an extent that I was managing 12 teaching staff, 20 support staff and 
a budget in excess of $1.5 million” (PR, 2012, p. 55).  
These figures reflected how the decision to strategically position the school to 
respond to the globalisation of education and emergent market agenda for education 
services through international programs had generated considerable income. The 
significant profit generated by international programs and the tensions identified in the 
present study over how such income was redistributed across the school, as noted by 
P6, P8 and P10, reflected the challenges the school leadership team faced in managing 
the programs and communicating this to staff. MacDonald (2008) captured some of 
these challenges with reference to his research in schools offering international 
programs: “international schools with operating results that are too small or too large 
would probably not be tolerated by the school community” (p. 42).  
Findings indicate that the academic benefits of having international students in the 
school were also recognised through the second period from November 2007 to 
February 2008, as international students now participated in mainstream classes. This 
was noted in Mathematics classes, as my journal revealed: “I recall the Maths Head of 
Department commenting that six of his top 10 students were internationals” (PR, 2012, 
p. 57). This again reflects my confident, instrumental self as I measured success against 
the academic performance of international students. I also acknowledged the impact of 
the outbound trip to Japan in raising Japanese LOTE’s profile and the provision of 
English programs through the HSP program which provided specialist expertise. My 
journal entries revealed an increase in domestic student school enrolments during this 
period and a significant public relations benefit as the case school became known as an 
international school, one of only three schools with an HSP program in Queensland at 
this time. Essentially, offering international programs had considerably increased the 
College’s revenue and also boosted its profile in the local community. The social 
benefits that gradually emerged over the time period of the study are discussed as 
follows. 
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5.2.4 Engagement with Asian international students 
Analysis of my journal entries reveals my observations of how domestic students 
gradually began to engage with international students from Asia on the school campus. 
Concomitantly, I noted instances of resistance and marginalisation from some students 
and teachers towards international students as Asian “others”. This was particularly 
prevalent with reference to teacher responses to the inclusion of the HSP program for 
international students. Ironically, the College’s program aimed to ensure that high 
levels of integration would be achieved. This was in response to a request by EQI 
following its observation that in other schools offering international programs fee-
paying international students were recording high levels of isolation. The researcher 
reflection journal stated:  
Lack of integration had been a major concern and all other HSP centres were 
non-integrated models. Consequently, the HSP centre was strategically 
positioned centrally within the school and a proactive approach to integrating 
the program was taken. School uniforms were provided, so students would 
have the potential to integrate with mainstream students. A program was 
developed where students would attend daily class meetings and weekly 
sporting activities with mainstream students. (PR, 2012, p. 52) 
While the motivation for an HSP program that was integrated into the fabric of 
the case school was an instrumental market-driven approach aimed at increasing the 
number of international students in EQ schools, ironically the strategy also fostered 
the possibility of a Third Space emerging where domestic and international students 
came together. Providing the HSP students with uniforms which enabled them to be 
figuratively part of the school community enabled them to appear “similar” to 
domestic students. Involving international students in regular school activities also 
enhanced the potential for engagement between domestic and international students. 
However, my journal entries did not record any observations about the development 
of intercultural understanding. I can now recognise that my decision to implement the 
HSP program for international students created an opportunity for a Third Space to 
develop and that this had the potential for further international and domestic student 
interactions at a cultural interface; however, as no other initiatives to prompt 
intercultural understanding were initiated at the school, I did not identify it occurring 
at this stage.  
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My journal also revealed that P1, Heads of School and Heads of Departments 
failed to embrace Asia literacy; “they were not openly against the concept, but were 
not proactive in leading and building the change” (PR, 2012, p. 60). The exposure of 
two of the four case school’s senior leadership team to the 2009 AEF Conference and 
a third member’s participation in the outbound trip to Japan did not appear to make an 
impact on their understanding of Asia literacy. Although the College leadership 
facilitated extra-curricular activities associated with international programs, there was 
no evidence they actively promoted opportunities to develop this by linking this to the 
curriculum. Further, P6, P10 and I also acknowledged that Green Valley State 
College’s leadership team did not allocate any funding for teacher professional 
development on developing intercultural understanding and Asia literacy programs in 
the school’s curriculum. My reflections that international programs were not 
accompanied by a curriculum emphasis on Asia literacy and intercultural 
understanding in the school, and that teachers at the school were not offered 
professional development opportunities to build their knowledge and capacities, reveal 
the emergence of my insecure student self. This awareness increased over the time of 
the research as my critical self-reflections identified such shortcomings about how 
international programs were implemented. 
Despite some strategies to promote integrating international students in the 
College community, findings from my journal reveal international students were 
marginalised by some teachers and this was consistent with the findings from other 
semi-structured interviews (P2, P5, P6, P7 and P8). Such marginalisation of 
international students by some teachers was exemplified in sporting allocations. Not 
only were the Asian students segregated from domestic students, they were also 
provided with inferior facilities, as demonstrated in the following excerpt: 
I recall HSP students selecting recreation basketball for a weekly afternoon 
sport. Domestic students had also selected this activity and, due to a large 
cohort, two classes were formed. Rather than integrating students and creating 
two mixed groups, the HSP students [all Asian] were placed in a separate 
group. The negativity was compounded by the HSP students being relegated 
to a netball court (in contrast to a regulation basketball court, there were no 
backboards) while the Australian students were provided with basketball 
courts. (PR, 2012, p. 53) 
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It was apparent that an essentialising of the international Asian “other” (Rizvi, 
2015) occurred on the basketball courts. Put simply, because these students were 
visiting from Asia, they were treated differently from the domestic students. As the 
researcher reflection journal and semi-structured interviews suggested, teacher 
resistance may have been prompted by their resistance to the degree of change 
catalysed by the inclusion of Asian international students. Starr (2009) noted how 
practitioners often depend on the security of the status quo in their workplace. She 
observed that “practitioners are comfortable with the way things are, they are familiar 
with the way things work, they have established routines and organizational cultures 
operate to maintain the status quo” (Starr, 2009, p. 27). In this context, the 
implementation of international programs at Green Valley State College was a major 
disruption to the status quo as international programs impacted upon both the type of 
students entering the school and the facilities and programs required to manage and 
run the programs. My journal entries indicated that, despite strategies designed to 
prompt the inclusion of international students, resistance to their presence continued: 
I tried to integrate HSP students into mainstream subjects such as maths or 
science, but experienced resistance. I also tried to integrate the HSP students 
into form class, however having them join appeared an imposition to the 
teachers. While there were exceptions, there was generally a veiled tolerance, 
but never an embracing of the international students. I found it difficult to 
understand the nature of this resistance, but attributed it to either race issues 
or work ethic. (PR, 2012, p. 53) 
The attempts to engage international students in regular classes and sporting 
activities opened the opportunity for the development of a Third Space, but a lack of 
commitment to intercultural understanding and resistance by some teachers stifled 
development. The collective resistance by teachers also caused tension between staff 
members as different attitudes towards engaging with Asian students and efforts to 
include staff in activities linked to international programs were evident.  
I remember realising the impact of the change I had initiated as International 
Manager. Some people don’t like to have their empire rocked, many of whom 
I had worked with for over seven years. Towards the end of 2006 I felt 
ostracised, no longer a part of the Senior School staff, while concurrently 
feeling sometimes embarrassed that I was once part of this group . . . the staff 
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intolerance was obvious. I felt irritated and annoyed at the lack of acceptance 
and resistance by teachers. (PR, 2012, p. 53)   
The resistance by teachers in the first period was further challenged by the 
significant growth of international programs in the second. This growth resulted in 
more students from Asia on campus and, as a result, a reactive narrative developed 
about the case school being “overrun”. The researcher reflections observed my own 
ambivalence towards what I was observing:  
I recall being on bus duty and noticed what felt like 70% of the students 
waiting for the bus were Asian. I remember thinking the Australian students 
must have felt frustrated and recognised the same phenomenon occurring in 
the canteen where Asian students had significantly more money to spend and 
increased the volume of students requiring service. I became nervous at the 
impact of the high number of Asian students and the potential to feel 
swamped. I wonder whether there was a deep-seated resentment at being 
overrun, yet reflect that the students adapted better than the staff. (PR, 2012, 
p. 54)   
Such observations at the bus stop and canteen about the increasing numbers of 
Asian student on campus indicated how rapidly the College’s predominantly Anglo 
demographic, which P1 had described as largely monocultural just four years earlier, 
had changed in response to the implementation of international programs. The 
emergence of terms such as “fear” and “overrun” in response to the changed 
demographic indicated something of the legacy of Australia’s colonial past (Halse, 
2015b; Rizvi, 2015) and elements of Orientalism. The reflections in my journal also 
shed light on the school’s leadership in terms of managing issues related to racism 
which had the potential to threaten international programs and also to undermine the 
viability of international programs to attract students from Asia. Journal entries 
revealed that systematic strategies to counter racism were not identified in the case 
school; rather, instances were dealt with in an ad hoc way as they arose:  
Whenever there was a racist issue, it was quickly quashed by the school’s 
administration. They recognised that the significant financial benefits from the 
program were linked to international student satisfaction and the College just 
could not afford to be seen to have pockets of racism and so it couldn’t afford 
issues to do with racism to flourish. (PR, 2012, p. 54) 
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As noted earlier, the inadequate nature of communication about the disbursement 
of international funding across the school identified by some participants in the study 
was also identified in findings from my journal. This served to fuel the active resistance 
by some staff and the accusations that certain departments were advantaged over others, 
a finding also identified from interviews with P5, P7 and P9. For example, the 
development of the HSP centre required one of the school’s buildings to be modified 
and renovated to house it. “The development was completed, and as teachers recognised 
no direct benefit to them from the financial rewards associated with the inclusion of the 
HSP program, further levels of resistance occurred and more resentment from staff was 
obvious” (PR, 2012, p. 53). Other renovations to the College administration centre, 
which included renovations of the Principal’s office, also heightened tensions as they 
were seen as “extravagances that favoured only certain sections of the College” (PR, 
2012, p. 53). At a time when no funding was directed to curriculum resources, these 
renovations created discontent among the teaching staff. Hence, while international 
programs provided much-needed funding to the case school, profits were not directed to 
areas directly impacting upon teachers’ work in classrooms. Findings also revealed that 
the negative reaction by some staff at the case school towards the provision of student 
scholarships, in the form of subsidies for a Japanese tour by the relieving Principal, may 
also have contributed towards resistance.  
As I stated in my reflective journal:  
For a school shifting toward Asia literacy, I viewed the study tour to Japan as 
a strategic move that would gather interest and enthusiasm from staff and 
students. For others, however, this initiative was viewed as a further waste of 
money after funding had just been spent on renovating the College’s 
administration block. (PR, 2012, p. 56)  
The following entry reveals that much more effective communication about the 
disbursement of funding should have occurred.  
Upon reflection, I recognise I should have been a lot better at communicating 
the value of international programs, selling their value to the school 
community. The trouble was, I was too busy marketing and operationalising. 
I recognised the social impact on the school though these effects were not 
thought through; it was a consequence, not an intentional plan. There were 
impacts on the students and a subtle hint of racism. I can see that generally the 
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teachers view the benefits of international programs and Asia literacy in a 
different way than I. They see no or limited financial result and a lot of Asian 
students with significant ESL needs. I was not recognising wider benefits, just 
wanting to provide financial benefits to the school. (PR, 2012, p. 53)  
The lack of forethought and planning of international programs by case school 
leaders may have been a barrier to integration and resulted in increased marginalisation 
of international students. The increased volume of Asian international students as a 
result of a growing program and poor communication as to the value and types of 
international programs potentially created unrest amongst some teachers. This unrest, 
coupled with a lack of identified benefit from a program which was understood to 
bring in significant financial gains, and international students with significant ESL 
demands, may have been a barrier to the integration of these fee-paying students and 
increased their marginalisation. The new understanding I acquired over the research 
period informed my insecure student self and challenged my assumptions that 
international programs had been effectively implemented into Green Valley State 
College.  
My journal entries noted that significant financial income from international 
programs continued during the third period from December 2009 to May 2010 and the 
College had secured a stable base of international students. Similarly, international 
students were also continuing to visit the school for short periods as part of the study 
tour program. As Asia literacy was now identified in the SARs and SAOPs, I continued 
to assume that the funding sourced through international programs was promoting it. 
However, my journal noted that profits from international student programs and study 
tours were rarely reinvested in the International Department that was overseeing them, 
and that international student program income was becoming an increasingly vexed 
issue amongst staff. Findings indicated that staff did not think funding was equitably 
distributed and, furthermore, the Principal had decided of his own volition to direct 
these funds to other administrative projects.  
It was difficult to observe the funds being poorly budgeted. On the one hand 
I recognised a potential in the investment of a Korean-speaking teacher who 
ran the form class and who could have been strategic in the development of 
Asia literacy. However, I heard others comment that the International 
Department was being pulled at and the effectiveness was stifled. In effect it 
felt like the funds were being squandered. (PR, 2012, p. 61) 
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Such teacher negativity was also reflected in the development of curriculum 
decision-making in relation to international students studying ESL and the 
introduction of Chinese (Mandarin LOTE) as a subject. As noted, my journal entry 
noted that the introduction of ESL and Mandarin aligned Green Valley State College’s 
subject offerings with those of other Primary schools. Furthermore, the College 
introduced a policy that allowed ESL students an extra time allocation of ten minutes 
for every hour of an examination to complete their work, given that they were not 
writing their answers in their first language. The policy was designed to compensate 
for the disadvantages experienced by students who had completed ESL courses, such 
as the ELICOS and HSP programs, and had to undergo mainstream English assessment 
in Australian schools.  
This was the accepted practice at other state schools and was endorsed by EQ. 
However, its introduction at the College infuriated some members of staff, who 
claimed this provided ESL students, who were mostly international students, with an 
unfair advantage. Findings from the researcher reflection journal indicated “there were 
protracted HOD [Head of Department] meetings to discuss this policy, a common 
rebuff being ‘why should these kids get special advantage?’ ” (PR, 2012, p. 60). This 
objection was also the basis of an argument against first-language Chinese students 
being able to study Mandarin LOTE as a subject at the College. “ ‘Why do Chinese 
international students get to do this subject when this is their mother tongue? This is 
so unfair to Australian students who are trying to study this script-based LOTE from 
scratch’ was a common accusation at HOD meetings” (PR, 2012, p. 60). The 
perception that international students received favoured treatment to gain high results 
in Chinese LOTE, a subject in which domestic students could not compete against 
their Chinese counterparts for language proficiency, intensified the resentment from 
some sectors of staff towards international programs, the visiting students from Asia 
and also the College’s leadership team. However, my journal recorded that “these staff 
members would just not accept that other EQ schools offered international students 
access to language subjects in their mother tongue where possible with reference to 
learning Japanese, Chinese and Korean LOTEs” (PR, 2012, p. 62). 
Findings from the researcher reflection journal also revealed that in an effort to 
overcome teacher resistance to international programs, the Principal resorted to 
promoting their financial benefits to staff. For example, P1 made a staff announcement 
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underscoring the financial value of international programs to the school and the 
significance of items purchased with the funds. However, findings from the journal 
indicated that these announcements failed to make an impact: 
I always felt that the staff resented the Principal’s approach to managing the 
programs and the money raised through them. They were reactive, negative, 
and his reference to the programs never seemed to make a difference to the 
protracted negativity [amongst staff]. (PR, 2012, p. 60) 
In contrast to the resistance observed amongst some teachers, students at the case 
school generally engaged more readily with international students over time. My 
journal attributed this engagement to the integration of students from the HSP program 
into mainstream classes, which provided authentic encounters for domestic students 
with Asian international students. Such opportunities for authentic encounters 
reflected Kostogriz’s (2013) notion of hospitable education, which “implies that the 
‘other’ be welcomed as a human being, not as a stereotyped ‘other’ ” (p. 91). The 
acceptance of Asian international students was also fostered through homestay 
placements, where students were usually welcomed into Australian homes, and by 
involving them in a range of organised extra-curricular activities, such as sport. The 
creation of such activities reflects the types of actions that potentially build 
intercultural acceptance and where Third Space can be explored. My reflection journal 
entries indicated that an unexpected feature of the processes of engagement with Asian 
international students that were gradually developing at the College related to 
programs instigated through the Special Education Unit’s disability program, which 
foregrounded a strong message of inclusion.  
I was often amazed at the high degree of tolerance by students. At this time 
the school still had a Special Education Unit attached. This involved an 
assimilated program where students with a disability were integrated into 
mainstream classes. I wondered whether this unit’s presence had facilitated 
greater tolerance amongst the students. (PR, 2012, p. 10) 
This perception that domestic students’ exposure to students with special needs 
may have made them more willing to accept “others” such as Asian international 
students was also noted by P1 during his interview. Such acceptance could also have 
been fostered through the ISA program which accepted students from Year 9 over a 
series of years, and resulted in groups of students across all Senior year levels having 
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authentic interactions with students from Asian cultures. The journal findings suggest 
the positive nature of such encounters: “I identified this [the ISA] program, coupled with 
increased awareness amongst students that they needed to be more interculturally aware, 
resulted in a subtle, positive change in the general acceptance of international students” 
(PR, 2012, p. 62). However, upon critical reflection, my perspective of the ISA program 
altered as my assumptions were challenged and I realised I did not foster the possibility 
of a Third Space where Asian international and domestic students could explore cultural 
intersection (Hassim, 2015). Further, I did not refer to any significant teaching 
approaches to promote Asia literacy in the school curriculum in my journal entries and 
I did not identify specific occasions where opportunities were provided for staff to 
pursue professional development related to embedding international programs in 
schools, or to intercultural understanding in the school curriculum. 
5.2.5 Discussion 
This section draws from the deductive phase of analysis with reference to the 
literature and postcolonial theory reviewed in Chapter 2 to cast further light on the 
findings from my journal entries. With reference to globalisation theory, Giddens’s 
(1991) description of globalisation as a set of complex processes of “interlacing events 
and special relations ‘at a distance’ with local contexts” (p. 21) encapsulated the 
phenomena of globally mobile students from the Asia region studying in a local 
suburban school in Queensland. The discourse positioning schooling in response to the 
“international economic stage” (Spring, 2008, p. 331) was dominant in my journal 
entries. My journal entries revealed that from the outset, international programs were 
implemented in Green Valley State College as profit-making ventures in response to 
the dominant neoliberal globalisation ideology (Rizvi & Lingard, 2010) which 
positioned education and educational services as tradable commodities (Marginson, 
1999).  
As with the responses of some other principals in the early stages of responding 
to this context in Queensland, such as P2 (see Chapter 4), international programs were 
embraced by the Principal (P1) at the College for their potential income stream in a 
climate of reduced government funding. As a participant researcher, my reflections 
about my dealings with P1, who instigated the programs from 2004, indicated that I 
was attempting to be both entrepreneurial in maximising such profits whilst also 
attending to the business of running the usual programs for domestic students at Green 
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Valley State College. As Ross et al. (2007) observed with reference to the flourishing 
international education industry, implementation was a mixture of entrepreneurial and 
educational activities for fee-paying students from Asia that operated without much 
cohesion at the school during the three time spans examined from 2004 to 2010.  
From the outset, my journal entries revealed that I was complicit in this process. 
Not only did I embrace the opportunities P1 presented to me to manage the programs, 
but also I did not question the neoliberal social imaginary that this profit-making 
venture was a desirable legitimate practice (Rizvi & Lingard, 2010; Simmons, 2010; 
Taylor, 2002). With reference to Helen Simons’ (2009) notion of reflexivity in the case 
study research process noted in Chapter 3, during the first time span my reflections 
indicated aspects of a confident, instrumental self as I did not give attention to the 
broader educational context of how international programs impacted on staff and 
student knowledge and understandings about international students from Asia.  
My journal reflections demonstrated my awareness that P1’s top-down approach 
to implementation (Birkland, 2010; Sabatier, 2007) contributed to the reluctance and 
resistance of some staff members to the introduction of the programs at the school and 
that this continued across the research period. From the outset of implementation in 
2004, this top-down approach, inadequate communication and a lack of attention to 
linking international programs to staff professional development opportunities, as well 
as to fostering intercultural understanding in the school curriculum, meant that the 
bottom-up strategies (Fullan, 1994, 2007) recommended for the successful of 
implementation of education policy were absent. As Ball et al. (2011a) observed, “there 
is a fine balance between making policy palatable and making it happen” (p. 626). 
Findings from my journal entries indicated I was cognisant of my own emerging 
frustrations and those of key staff members, such as P6 and P8, at the way the Principal 
led the implementation of international programs at the school. Such frustrations were 
indicative of the “field of tension between economic and pedagogic understanding of 
leadership” (Hornqvist & Leffler, 2014, p. 554) which was prevalent within the context 
of international programs in Queensland schools from 2004, yet research on 
international schooling and the development of entrepreneurial attitudes remains limited 
(Hornqvist & Leffler, 2014; MacDonald, 2006).  
Ball’s (2006) work on policies as representations that are coded and decoded 
throughout the policy cycle in terms of text and discourse was also insightful in terms 
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of encapsulating the concurrent agenda that emerged in education policy-making in 
Australia for Asian languages and cultures learning (Henderson, 1999, 2003, 2008a, 
2015) and for young Australians to be Asia literate (Halse, 2015a; Henderson, 2015; 
Rizvi, 2015). It was evident from my journal entries that I gradually realised that Asian 
languages needed a greater presence in the school and that more needed to be done to 
encourage domestic students to engage with the international students from Asia, as 
integration was limited and superficial. In this sense, a more insecure reflective self 
was emerging as I realised that implementation also required much greater 
intercultural relations between students and staff at the College than what was 
occurring. However, my journal entries consistently revealed that I was drawing from 
the misapprehension that intercultural relations could be facilitated through extra-
curricular activities and some timetabled mainstreaming of international students in 
domestic classrooms.  
Whilst the opportunity to attend the AEF Conferences in 2008 and 2009 
prompted me to be mindful of the significance of globalisation in prompting Australia 
to interact in various contexts with the countries of the Asia region (Fitzgerald et al., 
2002), and that Asia literacy was increasingly significant in education policy 
documents such as the Melbourne Declaration (MCEETYA, 2008), I did not 
understand what Asia literacy entailed (Asia Education Foundation, 2013). Like my 
colleagues at the school, my knowledge of Asia and Asia literacy was limited by “an 
impoverished, Eurocentric curriculum which has given teachers little to prepare them 
to deal with their region” (Singh, 1995a, p. 599). Hence, my new-found attention to 
the nomenclature of Asia literacy and its subsequent embedding in Green Valley State 
College’s SAOPs and SARs was misguided, for no links were made to embed it in the 
curriculum.  
My reflective journal entries indicated that it was not until the concluding phases 
of my involvement in the programs that I began to question the neoliberal social 
imaginary about Australia’s self-interest in engaging with Asia (Halse, 2015a; Singh 
& Miller, 1995; Williamson-Fien, 1994) that was embedded in much of the school’s 
programs. During the period from 2009 to 2010, I became increasingly concerned at 
the Orientalist (Said, 1985, 1993, 1995) and sometimes racist attitudes of school staff 
who marginalised international students from Asia. Such neo-colonial attitudes from 
some teachers reflected their assumptions of superiority and the desire to keep the 
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Asian “other” at a distance. With reference to such attitudes, Pan (2013) observed a 
“dogged reluctance to identify with Asia” (p. 78), while Singh (1995a) questioned 
whether it is possible for Asia literacy to disrupt the colonial stronghold in the mindsets 
of some Australians.  
Despite my increasing awareness of the discursive positioning of the Asian as 
“other” by some staff members, I did not make the connection that staff and students 
required opportunities to develop their knowledge base about the region as a basis for 
deeper intercultural engagement to develop (Hassim, 2015; Henderson, 2015). 
Similarly, my journal entries indicated an ambivalence (Ashcroft et al., 2007; Rizvi, 
2012; Singh, 1995a) towards the Asian “other”, such as my concerns at the large cohort 
of Asian international students whilst on bus duty. I did not enter an insightful and 
reflective hybrid state (Bhabha, 1984, 1990, 1995) to consider the prevalent colonial 
stereotypes about Asia in Australia until I commenced the current study.  
Rizvi (2012) noted that Australians should progress from a fear of being overrun 
by Asians to “a more progressive notion that a close involvement with Asia is not only 
inevitable but should also be welcomed for the opportunities it provides” (p. 73). 
Concomitantly, I was aware that some deeper forms of engagement, or interactions at a 
cultural interface (Nakata, 2008, 2010), were developing between domestic and 
international students as they became more at ease and familiar with each other during 
a range of activities at the school during the third period from December 2009 to May 
2010. Such observations offered hope of the possibilities of international mindedness 
and intercultural understanding and I recognised the potential for developing global 
citizens through a reading of the Melbourne Declaration (MCEETYA, 2008). As 
Chapters 1 and 3 indicated, it was not until the latter stages of my postgraduate studies 
when a reflective educator self emerged that I became conscious of the possibilities of a 
Third Space (Bhabha, 1995) for engagement and that specific sites of cultural contact 
are beneficial for genuine people-to-people contact and intercultural learning to occur 
(Hassim, 2015; Salter, 2013). These findings are developed further in Chapter 6. 
5.3 CHAPTER SUMMARY 
This chapter continued Chapter 4’s analysis of the ways in which international 
programs were implemented at Green Valley State College by focusing on the 
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perceptions of some of the policy recipients. In terms of Ball’s (1994a) policy 
trajectory, these participants were operating in the context of policy as practice. The 
chapter reported on the findings and analysis of the key themes identified through 
inductive and deductive thematic analysis of data from semi-structured interviews with 
eight individuals (n=8) across three specific periods from 2004 to 2010. As a 
participant researcher, I also analysed my reflections from my written journal about 
what was occurring at the school across the same time periods. The literature reviewed 
in Chapter 2 and selected constructs from postcolonial theory were also employed to 
analyse the findings in terms of knowing the Asian “other” in the context of 
international programs and schooling.  
Findings indicated that the theme of gradual engagement with international 
students was identified together with three sub-themes related to resistance, 
marginalisation and acceptance. The second theme, multiple benefits, referred to the 
range of positive outcomes that resulted from the implementation of international 
programs, such as increased sources of funding and improved student academic 
performance. The third theme encapsulated implementation issues and encompassed 
sub-themes of leadership, whole school planning and communication. Collectively, 
these themes and sub-themes demonstrated the complexities and messy realities (Ball, 
2003) which render the implementation of international programs and the pursuit of Asia 
literacy complex “wicked policy” (Halse, 2015a, p. 14) problems for the school.  
Findings in Chapter 5 also highlighted how my own development as a researcher, 
who gradually understood the nature of the changes that were occurring at the school, 
evolved through three subjective selves: a confident, instrumental self; an insecure 
student self; and a reflective educator self. Finally, selected postcolonial constructs 
such as Orientalism, hybridity, Third Space and ambivalence provided further insights 
into the analysis of how participants in the case school worked to make sense of the 
cultural changes that were occurring in the school in response to the present of 
international students from Asia or actively resisted engagement with the “other”. 
Chapter 6 draws together the findings presented in Chapters 4 and 5 and develops them 
further with reference to the literature and theory to cast light on the study’s core 
concerns in investigating these phenomena. Chapter 6 also considers the study’s 
implications for future policy and practice and provides recommendations for future 
research.  
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Chapter 6: Conclusions 
Chapter 6 begins by revisiting the purpose of the research followed by a brief 
summary of the theoretical framework, methodology and findings. This chapter 
discusses the implications of the study for policy and for practice, highlights limitations 
and concludes with recommendations for future research. The major aim of this study 
was to investigate the ways in which one government school implemented international 
programs from 2004 to 2010. This study examined how one government school, 
identified as Green Valley State College, introduced international programs for fee-
paying students from 2004 and attempted to improve its profile in the local community 
as an Asia Learning Centre in 2009. 
As a teacher at the school involved in these programs from their inception, I was 
closely involved with their implementation. I subsequently embarked upon the present 
study as a participant researcher to comprehend the complex nature of the changes 
such programs brought to my workplace by focusing on three significant periods from 
2004 to 2010. The overarching research question shaping this empirical inquiry was 
In what ways have international programs and approaches to Asia-literate school 
education been implemented in one Queensland state school? This primary research 
question was scaffolded into three sub-questions to guide the various stages of the 
inquiry. These questions were: 
1. In what ways can international education be conceptualised and how is it 
embedded in official Queensland policy documents for schools? 
2. In what ways can Asia literacy be conceptualised and what are the 
challenges to achieving it in Queensland schools? 
3. How might the experiences of one Queensland state school enrich 
international schooling agendas through Asia literacy? 
As Chapter 1 illustrated, international programs and Asia literacy reflect different 
facets of contemporary educational change as schools respond to regional manifestations 
of globalisation. These changes include greater movement of people, capital and 
transnational employment across the Asia region and the provision of educational 
services as tradable commodities (Marginson, 1999; Rizvi & Lingard, 2010). In this 
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context, Australian schools have emerged as desirable and suitable sites for international 
fee-paying students from the countries of Asia to secure a quality education (Bunnell, 
2005). Such fee-paying students from Asia choose to study in Australian schools for 
various periods of time for a number of reasons including the desire to improve their 
English language proficiency, to prepare for higher education and to make them more 
employable in a future global workplace (Arber et al., 2014; Davies & Bansel, 2007; 
Department of Education and Training, 2015).  
Subsequently, the rhetoric of “the Asian century”, which positions the Asia 
region as a desirable site for Australia to pursue trade and investment opportunities 
(Australian Government, 2012), has prompted a focus in Australian education policy-
making for young Australians to be Asia literate (Halse, 2015a; Henderson, 2015; 
Rizvi, 2015). At one level, Asia literacy refers to knowledge and understanding about 
the history, geography and cultures of the peoples of the countries of the Asia region 
(Asia Education Foundation, 2013). At another level, Asia literacy has emerged in 
“policy speak” as a “slippery notion” (Halse, 2015b, p. 1). As discussed in Chapter 2, 
Asia literacy could be considered an ambiguous term as it infers a range of 
epistemological assumptions, ranging from cross-cultural understanding to regional 
and global harmony and as a construct that perpetuates colonial notions of Asia as 
exotic (see Halse, 2015a and 2015b). 
6.1 LITERATURE REVIEW 
As noted, this research inquiry aimed to investigate how an international 
program was instituted at a government public school and the tensions and 
complexities that emerged in the implementation. The overall purpose of the study was 
to examine how international programs contribute to the reshaping of education in 
Australia. In its inquiry, this study drew on Ozga’s (2000) “policy sociology” and 
sought to understand the social consequences of policy implementation (Ball, 1993) in 
one Queensland school. The study sought to comprehend the impact of globalisation 
and neoliberal market economy and the wider implications of commercialising 
education. The study adopted a variation of Molnar’s (2006) notion of “selling of 
schools” (p. 261) which involved selling school programs without concepts of 
privatisation. Besides investigating international programs as a market response to 
globalisation, this study drew on postcolonial literature to examine the gap that was 
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evident between policy and its practice as evidenced in the school. This final chapter 
summarises the findings discussed in Chapters 4 and 5 before discussing contributions 
and recommendations arising from the study. 
In order to achieve the purpose of the research this thesis reviewed four bodies 
of literature. First, literature on globalisation (Carnoy & Rhoten, 2002; Castells, 1989; 
Giddens, 1990, 2000; Zajda, 2010) and its implications for education policy-making 
(Ball, 1993, 1994a, 2006; Ball et al., 2011a, 2011b; Rizvi & Lingard, 2010) and policy 
implementation (Birkland, 2010; Bybee, 2003; Fullan, 1994, 2007) was reviewed. 
Second, literature on international schooling (Cambridge, 2000; Cambridge & 
Thompson, 2000; MacDonald, 2009; Roberts, 2003), and third, literature on Asia 
literacy (Asia Education Foundation, 2013; Fitzgerald, 1997; Halse, 2015a; 
Henderson, 2015; Rizvi, 2015), were reviewed. Fourth, a review of postcolonial theory 
(Ashcroft et al., 2007; Chakrabarty, 2000; Spivak, 1985, 2008; Tikly, 2001) with 
reference to Orientalism (Said, 1985, 1993, 1995), hybridity (Bhabha, 1990, 1995), 
ambivalence (Ashcroft et al., 2007; Crossley & Tikly, 2004) and the notion of the 
Third Space (Bhabha, 1990, 1995) provided useful theoretical constructs.  
The literature review suggested that a neoliberal social imaginary (Rizvi & 
Lingard, 2010) informed much of the recent policy push in Australia for international 
programs and the pursuit of Asia literacy in schools. The review highlighted how 
education policy-making positions international programs and the development of 
Asia literacy as a means to secure Australia’s economic ends. Further, it highlighted 
that education policy aims to produce an Asia-literate generation that is capable of 
managing the strategic and economic performance of Australia within a global 
economy. 
The study is also situated within a postcolonial framework to illustrate how 
colonial ideologies operate in schools, and insights from postcolonial theory (Gandhi, 
1998) offered an alternative reading by challenging those powerful colonial and neo-
colonial assumptions about binaries between the East and the West (Chakrabarty, 2000). 
Drawing on the postcolonial framework, the study theorised that a hybrid Third Space 
is both necessary and achievable as it is a space where “the same signs can be 
appropriated, translated, rehistoricised and read anew” (Bhabha, 1995, p. 208). As 
argued by Bhabha (1990), the Third Space is a site for bridging between contrastive 
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views and representations, a site for making meaning that reframes and re-presents and 
becomes “a split-space for enunciation” (p. 209) of cultural hybridity.  
Similarly, in problematising the tendency to assume that cultural difference must 
be categorised as East and West (Chen, 2010), Rizvi (2015) contended that it is time 
to move away from assumptions that cultures are fixed and static and argued that it is 
possible to step beyond the discursive instrumental frameworks driving Australia’s 
current focus on the Asia region. Like Chen (2010), Rizvi (2015) argued that 
perceptions about “others” need to move forward from colonial and instrumental 
assumptions to creating spaces of learning where students are encouraged to take part 
in “grounded practices of cultural exchange” (p. 67). This emphasis on fostering 
intercultural connections has been developed by other scholars with reference to the 
transformational potential of sites of cultural contact (Hassim, 2015; Kostogriz, 2013) 
where intercultural relations can be meaningfully negotiated and, in terms of cultural 
spaces or interfaces (Nakata, 2008, 2010), where cultures meet in equal power 
relations.  
6.2 METHODOLOGY 
In order to investigate the complex social phenomena that resulted from the 
implementation of international education programs involving Asian international 
students at Green Valley State College, a qualitative research approach was 
implemented for this study. A case study approach (Simons, 2009; Stake, 1995, 2005) 
was selected as an appropriate methodology to study the international programs offered 
at the school. Data included document analysis of Commonwealth, state and local school 
texts, semi-structured interviews with purposively selected participants involved with 
the case school over the research period (2004 to 2010), together with researcher 
reflections captured in a journal form (Simons, 2009; Stake, 1995). As the latter has been 
recognised as a suitable tool to analyse a culture at a point in time (Boud, 2001), the 
journal documented my reflections as a participant researcher (Ellis & Bochner, 2003; 
Roth, 2005) on significant events through selected periods of change at the school. This 
approach was also selected due to its capacity to draw valid and reliable conclusions 
about a particular instance, in a particular context (Stake, 1995). Inductive and deductive 
data analysis methods employed in the identification of themes emerging from the data 
were explicated in Chapter 3. 
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6.3 SUMMARY OF FINDINGS  
The findings revealed the complex and contested interplay of the “messy 
realities” of the policy process with reference to the implementation (Ball, 2003) of 
international programs at the College at three key junctures from 2004 to 2010 and the 
different perspectives of the school-based policy actors and policy receivers (Ball et 
al., 2011a, 2011b). The following summary of findings is explained with reference to 
the three research sub-questions that guided the investigation to achieve the aims of 
the study. 
Findings for research question 1 
With reference to sub-question 1, In what ways can international education be 
conceptualised and how is it embedded in official Queensland policy documents for 
schools? a significant finding of the study is that international education was 
conceptualised as a product or outcome (Bunnell, 2007; MacDonald, 2006) of 
globalisation (Carnoy & Rhoten, 2002; Giddens, 2000), and that it was shaped by a 
neoliberal discourse (Rizvi & Lingard, 2010; Sahlberg, 2006; Zajda, 2010). This 
metadiscourse was present in the policy documents framing the phenomenon under 
investigation and evident in the corporate shaping of international programs for 
securing profit through fee-paying international students (Grimshaw & Sears, 2008; 
Parker, 2008; Skelton, 2002). Similarly, the belief in the primacy of economic factors 
of this discourse (Henderson, 2015) was evident in seminal national and related state 
education policy documents as well as the narratives of key leadership figures within 
Green Valley State College.  
A market-oriented neoliberal discourse shaped the ways in which international 
programs were conceptualised at a state and local school level. This corporate 
discourse was consistent with the finding that international programs in schools and 
universities were Australia’s third largest industry (Asia Education Foundation, 2012; 
Asialink, 2012). The growth in this industry reflected increased global trade and a 
growing transnational movement of people. This corporatisation and marketisation of 
education (Rizvi & Lingard, 2010) also reflected emerging and new directions in 
education policy in response to tensions around funding educational expansion.  
The research identified that approaches to international programs in EQ schools 
were driven by EQI seeking to increase the Department of Education’s share of this 
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burgeoning regional industry in Asia. Furthermore, entrepreneurial approaches by 
local schools to raise income were evidenced during interviews with two principals: 
the Principal (P1) of Green Valley State College and the Principal (P2) of a 
neighbouring school, who was also Chair of a group representing those state school 
principals who had introduced international programs in their schools, referred to as 
the Rainbow Valley International Schools Alliance (RVISA). A relieving Principal, 
who spent two terms at the College during 2008, played a significant role in further 
developing international programs and introducing the notion of Asia literacy to the 
case school. Collectively, these participants viewed international programs as a means 
to solving funding shortfalls in their schools; implemented international programs in a 
top-down approach (Birkland, 2010); and assumed that a range of flow-on benefits 
would follow for the school and for students. However, it was significant that 
international programs were rarely linked to educational or social dimensions of 
education policy and no links were made to developing intercultural understanding in 
school curricula.  
Another finding as an outcome of thematic analysis in Chapters 4 and 5 was 
evidence over time of shifts in cultural awareness developing at the site school in 
response to the presence of international students on the campus. Within the theme of 
engagement with Asian international students, the sub-themes of resistance, 
marginalisation and acceptance were identified. Resistance encapsulated the attitudes 
and behaviours of some staff members, and some students, to the presence of 
international students in the school and their marginalisation in the school community. 
Acceptance emerged as a sub-theme to encapsulate the pattern in the data indicating 
signs ranging from positive and effective responses to an active engagement with 
international students. Some of the more positive aspects of acceptance in the data 
provided signs that international mindedness was emerging amongst some members 
of the school community. There were some indications of the development of a Third 
Space, particularly by P8 who was the Director of the HSP program for international 
students and also the Japanese LOTE teacher. However, this was not capitalised on by 
the school’s leadership team through either curriculum approaches or professional 
development opportunities for teachers at the school. 
The second theme, referred to as multiple benefits, encompassed a range of 
positive outcomes for Green Valley State College which resulted from the 
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implementation of international programs in terms of its increased funding and profile, 
as well as signs of improved student academic performance. The third theme 
encompassed policy implementation issues at Green Valley State College in terms of 
its school-based administration and management. Three subsets of this included 
leadership, whole school planning and communication. Findings indicated that the 
Principal’s (P1) top-down approach to implementation (Birkland, 2010; Sabatier, 
2007) contributed to the reluctance and resistance of some staff members to the 
introduction of the programs at the College and that this continued across the research 
period. This top-down approach, inadequate communication and a lack of attention to 
linking international programs to staff professional development opportunities, as well 
as to fostering intercultural understanding in the school curriculum, meant that the 
bottom-up strategies (Fullan, 1994, 2007) recommended for the successful of 
implementation of education policy were absent. As Ball et al. (2011b) observed of 
the policy process and what actually occurs in schools, “there is a fine balance between 
making policy palatable and making it happen” (p. 626).  
Findings for research question 2 
The second sub-question, In what ways can Asia literacy be conceptualised and 
what are the challenges to achieving it in Queensland schools? led to the finding that 
international programs and Asia literacy were viewed from an instrumental standpoint 
that positioned securing fee-paying international students from the Asia region as a 
means to boost the school’s income. Asia literacy was more elusive in that its presence 
emerged in Green Valley State College documentation during 2008 and whilst it was 
also identified in some staff members’ discourse, including my own as the participant 
researcher, such naming was based on an instrumental assumption of what engaging 
with students from Asia entailed. Absent from this assumption was the notion that Asia 
literacy depended on acquiring some knowledge and understanding of the people and 
cultures of the countries of the Asia region (Asia Education Foundation, 2013) and that 
this, in turn, formed a basis for the possibility of intercultural understanding.  
As a consequence of this instrumental discourse which shaped both the 
Principal’s (P1) decision-making and my work in the school as the International 
Manager in the College’s leadership team, Asian LOTEs were introduced to the 
curriculum. However, there was no informed approach to developing Asia literacy and 
fostering intercultural understanding in the school curriculum. International 
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mindedness (Hill, 2006), a quality that was often employed in the literature on 
international schooling, was rarely used by staff and students, yet there was evidence 
that it developed during some of the cultural interactions between school staff, students 
and international students so that, despite persistent pockets of resistance and elements 
of Orientalism (Said, 1995) and even racism, some authentic intercultural exchanges 
were evident.  
Findings for research question 3 
The findings with reference to the third sub-question, How might the experiences 
of one Queensland state school enrich international schooling agendas through Asia 
literacy? are now addressed. The implementation of international programs at Green 
Valley State College indicated that the school benefitted from the additional sources of 
funding these programs provided, and that this compensated for the decrease in 
government funding. However, the benefits of international programs for the school’s 
resourcing were not effectively communicated to staff. Findings indicated that the school 
leadership team’s lack of communication fuelled misunderstandings and resentment 
amongst some members of staff. This finding suggested that inadequate preparation and 
the absence of staff development to deal with and manage the range of logistical and 
cultural changes which accompanied the introduction of international programs at the 
school hampered their acceptance by staff.  
Indeed, the case study demonstrated that the successful introduction of 
international programs required the commitment of staff. At Green Valley State 
College reactions from staff to the introduction of international programs ranged from 
acceptance to resistance and indicated the capacity of teachers to hold fast to their 
current perspectives and practice when they are not committed to the top-down 
implementation of policy. Furthermore, as Rizvi et al. (2006) noted, resistance towards 
the “other” was often a by-product of colonial schooling as “the teacher who is 
imperially schooled is expected to become the teacher who replicates the process” (p. 
290). Notions of Orientalism and superiority by some teachers at the school reflected 
the legacy of colonial approaches to schooling in Australia.  
Furthermore, while Pang’s (2005) research identified the potential synergy 
between the push for the NALSAS strategy and the “billion dollar educational links” 
(p. 179) with Asia, he questioned whether teachers would be willing to teach, or if 
children would learn, simply because of such national economic considerations. In the 
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case of Green Valley State College, a neoliberal market agenda drove the growth of 
both international programs and Asia literacy. Whilst there was the potential for 
international education to be enriched by links to Asia literacy and intercultural 
understanding at Green Valley State College given Australia’s close proximity to the 
Asia region, and the large cohorts of students from Asia visiting the school, there was 
limited evidence of changes to teaching and learning in the school.  
The research identified that as the participant researcher in this study, my 
decision-making was shaped through a neoliberal social imaginary and my efforts as 
International Manager centred on pursuing financial benefits from international 
programs for the case school. Indeed, when the notion of an Asia Learning Centre 
presented itself and processes of engagement with Asian international students and 
intercultural understanding increased in priority, I was instrumental with the relieving 
Principal in identifying them in Green Valley State College’s operational plans in 
2008. However, this discursive positioning was done as a means to gaining a greater 
market share of international programs, and they were not authentically pursued at the 
school in terms of the curriculum.  
Despite this, some staff members were committed to involvement in enriching 
international programs through intercultural understanding and some of their activities 
demonstrated a potential for further enrichment with Asia literacy. The role of P8 was 
significant in integrating Japanese and facilitating student movement of Asian 
international students through engagement processes. This teacher adopted innovative 
approaches to engage domestic students and integrate international students. This was 
achieved through sport activities and daily routines with domestic students as well as 
involving Middle School teachers. These activities and routines, initiatives of P8, 
demonstrated she had positioned herself in a Third Space, the hybrid space that 
allowed intercultural understanding (Bhabha, 1995; Hassim, 2015). The research 
revealed the potential for international programs and Asia literacy to enhance 
processes of engagement with Asian international students. Sadly, the micropolitics 
(Cranston & Ehrich, 2009c) at Green Valley State College were evident in the 
resistance depicted by some teachers, who employed strategies to influence or to 
obtain resources and achieve their own ends through some of the opportunities 
international programs presented, whilst at the same time demonstrating a superiority 
and discrimination towards Asian international students. As well, other staff members 
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were critical of and even ostracised those teachers who supported international 
programs.  
In contrast to some teachers’ resistance, domestic students adapted to the inclusion 
of international students and there was evidence of a shift toward acceptance of Asian 
international students across the research period. The presence of Asian international 
students presented the domestic students with an “Asia at home” (Kostogriz, 2013) style 
of learning where they were able to negotiate daily life with Asians of the same age, 
resulting in a change of perspectives. However, the study also identified student shyness 
as hindering integration. While leaders would be expected to develop intercultural 
understanding and make sense of the marginalisation and resistance towards the Asian 
“other”, there were no moves to embed curriculum approaches towards Asia literacy. 
The identified enthusiasm by some participants to engage with the Asian “other” 
supported the development of the Asia Learning Centre. This development had potential 
to be a Third Space where people-to-people contact and intercultural learning can occur 
(Hassim, 2015), yet, as mentioned, there were no educational approaches to overcome 
obstacles to integration. There was an identified understanding and appreciation of 
cultural diversity, while instances of racism by students were identified and quickly 
quashed by school leadership for fear of market impact. Drawing on Bhabha’s (1995) 
theory, meaning and identity could only be negotiated when there was a move away 
from colonial approaches, but the site did not operate through multiple discourses to 
create an in-between space where different hybrid meanings were acceptable. Although 
attempts were made in small measure, for example by P8, and there was some 
recognition that intercultural understanding was necessary, the aim of learning in the 
Third Space that could re-present perspectives and re-construct world views did not 
occur.  
6.4 IMPLICATIONS FOR POLICY  
Two recommendations for the development of education policy prescription are 
suggested as outcomes from the present study. The first recommendation is that the 
accreditation of international programs should be linked to school-based curriculum 
approaches to developing intercultural understanding and Asia literacy in the 
curriculum. The second recommendation concerns the need to reframe the policy push 
for Asia literacy beyond those instrumental, neoliberal discursive emphases that 
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position education in terms of meeting the national interest as evidenced in the 
Australia in the Asian Century White Paper (Australian Government, 2012). Schools 
that offer international programs need to provide opportunities for international and 
domestic students to engage in meaningful ways. As Rizvi (2015) advocated, “Asia 
literacy should not be simply learning about culture and languages, but should be about 
teaching the skills of interpreting and negotiating and possibilities of intercultural 
relations” (p. 67). These policy implications are discussed in turn. 
Reposition policy and the accreditation of international programs so they 
engage with developing intercultural understanding and Asia literacy  
The EQI Annual Compliance Checklist (2008 being the latest publicly available 
version and included in Appendix D) includes “International Student Coordinator and 
Homestay Coordinator have undertaken international student cross-cultural training” 
(p. 27). This study recommends cross-cultural training be extended to all staff in 
schools which provide international programs. This extension to the development of 
Third Spaces in schools creates potential for an understanding of how cultural diversity 
intersects (Hassim, 2015). While exposure to Asian studies and improvement in 
cultural knowledge and skills are acknowledged in the Australia in the Asian Century 
White Paper (Australian Government, 2012), this research recommends intercultural 
training for all school staff be included in EQI accreditation processes for schools 
running international programs. 
The present study’s research at the local policy context of Green Valley State 
College demonstrated that the potential of international education to foster the policy 
push to promote Asia literacy in school education was not realised because it was not 
understood and no professional development occurred at the College to support 
teachers in embedding it in the curriculum. This finding was significant because the 
Australia in the Asian Century White Paper (Australian Government, 2012) identified 
the role of education in building Asia literacy as integral to national productivity. 
Specifically, the paper positioned Asia literacy as a national strategy: 
National Objective 10: Every Australian student will have significant 
exposure to studies of Asia across the curriculum to increase their cultural 
knowledge and skills and enable them to be active in the region. (p. 170) 
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The semi-structured interviews indicated that, over time, opportunities for 
domestic students and international students to engage with one another in authentic 
activities on campus prompted intercultural awareness and decreased ambivalence. 
However, there was a lack of understanding of Asia literacy amongst staff from the 
Principal, International Manager and leadership and consequently there was no 
application of the concept to the curriculum. The neoliberal perspective of intercultural 
understanding at Green Valley State College also served to incorrectly frame 
intercultural understanding as a superficial familiarity with students from Asia that 
would broaden student world views and enhance their career prospects whilst at the 
same time providing funding support for the programs. However, the inclusion of 
students from Asian schools served to meet National Objective 10’s call that “all 
schools will engage with at least one school in Asia to support the teaching of a priority 
Asian language” (Australian Government, 2012, p. 170). In the case of Green Valley 
State College, both Japanese and Chinese were taught and there were numerous study 
tours and international students from both of these countries.  
The recommendation for international programs to be linked to foster 
intercultural understanding and Asia literacy aligns with findings from the Asia 
Literacy and the Australian Teaching Workforce research (Halse et al., 2013). This 
study identified “school connections to the countries of Asia” (Halse, 2013b, p. 11) as 
a critical enabler that supports both principals and teachers in delivering Asia literacy. 
The research found principals who “performed strongly in building links and 
connections between their school and Asia also had the highest Asia literacy score” 
(Halse et al., 2013, p. 115). While Green Valley State College maintained strong links 
with Asian students and schools, curriculum support in the form of Asia literacy was 
required. As Hassim (2015) put it, “while international school partnerships and student 
teacher exchange programs all promote authentic cross-cultural engagement, the 
transformational nature of such engagement is optimised only when curriculum and 
pedagogy is modified to support multi-perspective inquiry around issues that implicate 
interculturality” (p. 18).  
This study calls for intercultural understanding and Asia literacy in the 
curriculum to be included in EQI accreditation processes to ensure the importance of 
policy statements such as the Melbourne Declaration (MCEETYA, 2008), and the 
Australia in the Asian Century White Paper (Australian Government, 2012), are 
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emphasised in schools which conduct international programs. The study also 
recommends that EQI accreditation requires those schools implementing international 
programs to link them to the teaching of LOTEs and that the development of Asia 
literacy is included in the curriculum. In this way, EQI accreditation processes could 
strengthen the quality and benefits of international programs for fee-paying 
international students and also foster intercultural understanding and Asia literacy in 
the domestic student population. Currently, there is no evidence of any links between 
them in EQI’s publicly available documents.  
Reframe national educational policy prescription for Asia literacy to move 
beyond neoliberal and instrumental perspectives  
As noted, this study recommends that policy prescription for Asia literacy must 
provide opportunities for young people to engage in meaningful intercultural 
exchanges with their counterparts from the Asia region in Australian schools. 
According to Rizvi (2015): 
Education institutions … have a major responsibility for creating spaces of 
learning in which a critical examination of [the complexities of cultural 
difference] such developments can take place; where students are encouraged 
to explore the contours of global interconnectivity and interconnections … 
where they can develop skills that enable them to link locally grounded 
practices of cultural exchange to the broader processes of globalization. (p. 
67) 
Rizvi’s call for development of intercultural understanding and global citizenship is 
consistent with the Melbourne Declaration, the Australia in the Asian Century White 
Paper and the EQ policy Multicultural Queensland – making a world of difference in 
Education and the Arts (Department of Education and the Arts, 2005). As noted in 
section 4.1.1, the Melbourne Declaration (MCEETYA, 2008) calls for the 
development of “active and informed citizens” and an objective “to support all young 
Australians to . . . [be] able to relate to and communicate across cultures, especially 
the cultures and countries of Asia” (p. 9). This emphasis was reflected in the cross-
curriculum priority of “Asia and Australia’s engagement with Asia” and with the 
general capability of intercultural understanding in the Australian Curriculum 
(Australian Curriculum Assessment and Reporting Authority, 2015). Similarly, in 
forecasting the knowledge and skills required to meet the demands of the 21st century 
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globalised economy, the White Paper (Australian Government, 2012) called for an 
“increase in cultural knowledge” (p. 15). Such national policy approaches towards 
capacity building young Australians with intercultural skills to operate in a range of 
contexts in the Asia region are positioned in terms of the national interest. However, 
at a state level, DET Strategic Plans make scant reference to intercultural 
understanding (Queensland Government, 2003, 2004, 2005, 2006, 2007, 2008, 2009, 
2010b) in the planning and delivery of international  programs for fee-paying students 
from Asia.  
The Asia Literacy and the Australian Teaching Workforce report (Halse et al., 
2013) identified teachers’ motivations to become Asia literate. Of seven key 
motivators, six could be identified as motivators of social or cultural value, whilst only 
one emphasised the “need to prepare students for a global world” (Halse, 2013b, p. 8). 
This factor ranked sixth of the seven motivators. The Australian Teaching Workforce 
summary report (Halse, 2013b) further supported this differentiation, stating that while 
school educators identified the social and cultural value of Asia literacy, “they were 
less aware of the benefits of Asia related learning in light of Asia’s importance for 
future employment opportunities and economic development in Australia” (p. 14).  
This study’s recommendation to reframe national educational policy prescription 
for Asia literacy to move beyond neoliberal and instrumental perspectives closely 
aligns with the recommendation R7 in the Asia Literacy and the Australian Teaching 
Workforce report (Halse et al., 2013) that: 
further research be conducted to elucidate the reasons for and to develop 
strategies and an action plan to align educators’ perspectives on the rationale 
for and benefits of teaching and learning about Asia in schools with those of 
public policy. (p. 4)  
While the potential link between international programs and Asia literacy was 
recognised in this study, it requires a specific policy response (Kostogriz, 2013; Lo 
Bianco & Slaughter, 2009) to ensure that intercultural understanding is implemented 
in curriculum approaches. 
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6.5 IMPLICATIONS FOR PRACTICE  
The findings of this study suggest two implications for professional practice. The 
first is the need for school leaders to adequately prepare their staff for the 
implementation of international programs, to engage them in this process, and to make 
clear the multiple benefits that accompany them. The second implication is that school 
leaders need to provide professional development opportunities for their staff to build 
their own knowledge and understanding about Asia. Concomitantly, school leaders 
need to ensure that through such professional development, staff members also acquire 
skills to embed studies of Asia and intercultural understanding in the school curricula 
in ways that support international programs and foster positive relations with 
international students.  
School leaders need to identify and capitalise on multiple benefit programs to 
provide leverage in schools 
Findings from the present study revealed that the staff at Green Valley State 
College were not prepared for the implementation of international programs and they 
did not understand how these programs continued to be managed in the school. 
Therefore, it is critical that staff in receiving schools are adequately prepared for the 
implementation of these programs. A notable contribution arising from this study was 
the identification of the multiple benefits international programs provided to the 
receiving school. This implication is significant as it builds on MacDonald’s (2009) 
adaptation of the triple bottom line concept first used in accountancy (Elkington, 
2004), which recognised the social, academic and financial benefits of international 
programs to schools. 
MacDonald (2009) conceptualised the triple bottom line framework as a means 
of embracing “the complexities of school organisation with a framework that enables 
them to discuss priorities” (p. 95). The implementation of international programs at 
Green Valley State College provided considerable amounts of increased funding, 
contributed to raising academic standards, boosted the school’s profile in the 
community and provided some opportunities for domestic students to develop 
meaningful interactions with students from the Asia region. However, these benefits 
were not effectively conveyed to staff members. Consequently, this study advocates 
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careful consideration of the implementation of international programs and ensuring 
staff are aware of the nature, potential and challenges of such programs.  
Schools should enhance international programs and Asia literacy to build staff 
intercultural understanding and international mindedness 
Further, a significant recommendation is the potential for international programs 
and Asia literacy to complement and foster the development of intercultural 
understanding in schools. Referred to in the literature as international mindedness 
(Hill, 2006), the links between international programs and intercultural understanding 
were evident in several of the semi-structured interviews (P1, P3, P6, P7, P8) as 
significant to educational practice. The literature clearly identifies the importance of 
interpersonal relationships (Kostogriz, 2013), and improving people-to-people links 
was identified as one of five strategies to succeed in the Asian Century in the Australia 
in the Asian Century White Paper (Australian Government, 2012). The paper identified 
the benefits of the international education and tourism industries to the provision of 
natural encounters with Asians at home. The benefits of “Asians at home” were 
recognised in literature through language development (Lo Bianco & Slaughter, 2009), 
identity (Tudball & Henderson, 2013), cultural understanding (Halse et al., 2013; 
Salter, 2013), and teaching and learning about Asia (Hamston, 1996). The White Paper 
also identified the potential of such people-to-people links to enhance the international 
education industry.  
The case study of what occurred at Green Valley State College suggested the 
potential for international programs to enhance Asia literacy. The findings from the case 
school narratives and my researcher reflections revealed that the personal links provided 
by daily interactions between international students and domestic students enhanced the 
engagement of the fee-paying students from Asia with the school community. The 
research revealed that when appropriate activities are provided on campus this enables 
a liminal space to develop between different cultures, which facilitates intercultural 
understanding. Furthermore, as international programs are identified as a high-risk, 
high-return industry (Department of Education and Training, 2015), the link to Asia 
literacy provides potentially more marketable results as the Asian “other” is accepted 
and authentic engagement can occur. While the transformative capacity of Asia literacy 
(Hassim, 2015) was identified, there was no evidence of its implementation in 
educational approaches at Green Valley State College.  
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6.6 IMPLICATIONS FOR RESEARCH IN INTERNATIONAL 
EDUCATION 
This study contributes new knowledge and understanding about the complex 
challenges involved in managing the “business” of implementing international programs 
in a state school. It also indicates that profit-making international programs should not 
stand alone. Rather, they should be aligned with other programs in a school that aim to 
enrich the intercultural understanding of staff and students, and this should be 
accompanied by curriculum strategies to foster learning about Asia. This contribution is 
significant, as according to MacDonald (2008) “there is little scholarly work devoted to 
the business side of international schools. The importance of the business side of 
international school management seems to be, at present, largely unrecognised” (p. 40). 
Similarly, more than 10 years ago, Matthews (2002) noted “there is virtually no literature 
that looks specifically at the internationalisation of government schools and full-fee-
paying international students” (p. 372), particularly in an Australian context. A review 
of literature confirmed the dearth of research in this area, with the inclusion of Asia 
literacy further limiting the available research.  
Therefore, this study contributes to filling this gap in the literature. The inclusion 
of international programs within schools provides a potential juncture for educational 
and corporate practices. This implication is significant to Queensland state schools, as 
the Principal and Chair of RVISA (P2) noted, “international programs are the business 
of government, not a government business” (2012, p. 10). This study makes an original 
contribution to knowledge in the field of how international programs, intercultural 
understanding and Asia literacy should be aligned in school programs in ways that meet 
instrumental requirements but also enrich them through authentic intercultural relations. 
Consequently, this study proposes further research specific to international programs in 
state schools and that research findings from this research be provided to school 
principals of international schools.  
The study’s findings demonstrate that the inclusion of Asian international students 
destabilised the colonial mindsets and practices of some staff at Green Valley State 
College. This is significant with a view to Australia’s increased interaction with Asia as 
presented in the Australia in the Asian Century White Paper (Australian Government, 
2012). This finding is important as it provides a localised example of processes that 
could both enhance and hinder relationships with the Asia region. As noted in the 
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literature review, ambivalence towards Asia and Asian engagement is a significant 
barrier to the development of both Asia literacy and Asia capabilities and scholars have 
noted the slippages and inconsistencies in policy approaches (Halse, 2013a; Pan, 2013; 
Salter, 2013; Singh & Miller, 1995). These inconsistencies were apparent in the 
Australia in the Asian Century White Paper in which Asia literacy is “heralded as the 
remedy for Australia’s needs, yet still struggling to fulfil its purpose within the 
Australian education agenda” (Salter, 2013, p. 4).  
Hybridity is identified in postcolonial literature as useful to examine those 
master narratives of colonialism and their lingering influence on policy documents. 
Extending on this notion of hybridity, Hassim (2015) claimed a Third Space “provides 
a conceptual framework for Asia learning that is intercultural in nature” (p. 20). Third 
Space provides opportunities for cultural intersections and development of hybridity 
and was recognised in P8’s actions to engage domestic and Asian international 
students. However, the cultural hybridity that results from Third Space was limited in 
the case study school, and data indicated that any move towards a culturally inclusive 
educational environment is possible only when homogeneous and ideological colonial 
perspectives are challenged. 
The recommendation to provide rich intercultural realities with visiting students 
from Asia together with local experiences with Australians of Asian heritage has been 
strongly supported by various scholars (Hassim, 2015; Kostogriz, 2013). As Rizvi 
(2015) noted, “national histories and cosmopolitan aspirations across the region work 
together and present us with a new cultural space in which we must simultaneously 
engage with both the local and the global, potentially opening up new ways of 
thinking” (p. 67). This aligns with research by Halse et al. (2013), who identified the 
value of people-to-people encounters presented by Asian international students, which 
can enhance transformative learning spaces (Hassim, 2015). Furthermore, this 
research advocates for policy prescriptions for international programs to be explicitly 
linked to intercultural understanding and Asia literacy. It also advocates structured 
teaching and learning through Asia literacy to support incidental learning through 
encounters in the form of Asian international students in an effort to overcome 
ambivalence.  
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6.7 LIMITATIONS OF THE STUDY 
There are several limitations to this study. These relate to the potential of bias, 
the effect of power relations with participants, the smallness of the sample and 
generalisations due to the limitation of the site school, confusion over the meaning of 
Asia literacy and the absence of the voices of international students. As a participant 
researcher, my insider status provided me with unique insights and access to the 
participants. The consideration of insider bias influenced the formation of the research 
questions and the strong focus on inquiry ameliorated the degree of my potential for 
bias. The journal reflections also prompted deeper considerations and wider 
perspectives when considering other semi-structured interviews, providing me with 
the capacity to validate both my own reflections and the interviews.  
Issues of power were considered due to my substantive position as Head of 
Department, International and College Development at Green Valley State College. 
During the development of this research, I was still the supervisor for some of the 
subjects who participated in this study. The use of an external interviewer who was 
briefed before each scheduled semi-structured interview increased the potential for the 
participants to provide free and frank responses. However, a related limitation was that 
the external interviewer may have missed some of the nuances which arose during the 
interview process.  
As the research was conducted on one school via one case study with 10 
purposively selected participants, sample size is limited and findings from this study 
are not generalisable. However, the complex manifestation of the phenomena, together 
with the policy context, provided the opportunity for rich descriptions to be sought. 
This underscored the value of this approach to “contribute to our knowledge of 
individual, group, organisational, social, political and related phenomena” (Lincoln, 
2001, p. 1). This study was also validated as it reflected prolonged engagement 
(Lincoln, 2001) as the case study was concerned with the period from 2004 to 2010. 
Care was taken with generalisations of results derived from the study. The study 
provided a focus on two phenomena in one school. The explanation of these 
phenomena had the potential to prove useful in understanding the nexus between 
international programs and Asia-literate approaches, but not to form the basis for 
generalisations at other school sites.  
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A further limitation is the identification of the participant researcher’s 
understanding of the concept of Asia literacy at the outset of the research period. As 
detailed in Chapter 5, I had a flawed understanding of Asia literacy and interpreted the 
concept as engagement with Asian international students. This lack of understanding 
and failed use of the term Asia literacy had the potential to influence other participants’ 
interpretation of the term. It was not until I conducted the literature review and my 
reflective educator self emerged from immersion in the case study research process 
(Simons, 2009) that I was able to deconstruct my ill-informed assumptions of what 
Asia literacy entailed.  
A final limitation was the fact that the views and perspectives of international 
students studying at Green Valley State College were not sought and their voices are 
consequently absent from this study. This was a result of difficulties in gaining 
informed consent and complexities of ethical clearance. It is acknowledged as a 
limitation in the study. 
6.8 RESEARCHER’S FINAL REFLECTIONS 
The completion of this thesis has been a significant journey and I recognise the 
way this project has shaped my thinking. I was naïve to notions of postcolonialism and 
unaware of the impact my colonial education had on my views about the Asia region. 
I underestimated my motivations to see market approaches as a solution to funding 
shortfalls at the case school. The deep self-examination provided by my reflective 
journal provided me with an opportunity to reflect on the process of engagement with 
Asian international students that changed Green Valley State College and allowed me 
to examine my own motivations to engage with these same students.  
The process of this research has revealed significant limitations in my 
understandings, particularly of Asia literacy. I did not interpret Asia literacy as “the 
knowledge, skills and understandings of the histories, geographies, languages, arts and 
cultures of the countries of the Asia region” (Asia Education Foundation, 2011) but 
rather as a means to increase market share for international programs. My leadership 
of an Asia Learning Centre was therefore lacking as I failed to make the most of the 
opportunity to develop a Third Space (Bhabha, 1995) for students, include Asia 
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literacy in the curriculum and capitalise on the intercultural acceptance of the Asian 
“other” that had developed through the inclusion of Asian international students.  
Despite these acknowledged limitations, of significance to my personal 
development was the process of self-awareness that grew over the course of this 
research project. The notion of considering how I positioned myself in this intrinsic 
case study (Simons, 2009) was particularly enlightening as I identified three subject 
selves. A confident, instrumental self was dominant in the first stages of my 
professional doctorate journey. This confidence was reflected in my assumptions 
regarding the effective integration of international programs and Asia literacy at Green 
Valley State College. However, these assumptions were challenged through the 
literature review, during discussions with supervising lecturers and through my critical 
self-reflections (Roulston et al., 2008), in relation to my understanding of Asia literacy 
and intercultural understanding. During this process an insecure student self emerged. 
Lastly, a reflective educator self developed as my reflective journal entries enabled me 
to interrogate assumptions and achieve new awareness of the diversity and complexity 
that emerged as the research unfolded. 
I have now left public sector education and am currently the Principal of a P–12 
private school where I am developing international programs in this school. I remain 
engaged with both the Asia Education Foundation and Asialink. The insights gleaned 
from this investigation, deeper understandings of my own motivations, and my passion 
to provide opportunities in the region for young Australians and young Asians, will 
continue to shape this next phase of my leadership journey as a new Principal.  
6.9 RECOMMENDATIONS FOR FURTHER RESEARCH 
In conclusion, the following final recommendations are drawn for future 
research. First, it is recommended that further research is conducted in those schools 
that offer international programs to fee-paying students from Asia in order to 
determine the degree to which they embed intercultural understanding and studies of 
Asia in their curricula to further validate findings from this research and explore an 
area of limited research. 
This study identified a process of engaging with Asian international students as 
the students moved from a mere engagement to acceptance through marginalisation and 
  
Chapter 6: Conclusions 249
resistance across the research period. The study clearly identified ambivalence towards 
the Asian “other”, both at the case school and in the literature on Asia literacy. Generally, 
the fear and resistance towards Asian international students at the school reflected the 
legacy of colonial attitudes as well as a lack of knowledge and understanding about the 
countries of the Asia region. These factors served to limit the nature of engagement with 
the “other” and also contributed to tensions and resentment from some teachers towards 
those staff who adopted a postcolonial stance and engaged with international students.  
However, the study identified a shift in perspectives amongst students at the case 
school as they became more comfortable with the presence of international student on 
campus. The study also found that some individual staff members were increasingly 
cognisant of the need to understand more about the cultures of the international 
students from Asia they were engaging with in their workplace. Further study in this 
area is required to understand the impact of colonialist perspectives in public sector 
schooling and the possibility of developing programs to culturally equip students for 
engagement with the Asian “other”. It is recommended that the issue of teacher 
resistance and the impact of embedded colonial attitudes on the development of Asia 
literacy in the Australian teaching workforce be investigated. On the basis of this 
understanding, it is also recommended that further research be conducted into the ways 
in which teacher professional development can be offered to capacity build teachers to 
be more confident in teaching Asian international students. 
Lastly, and notwithstanding deeper understanding of the processes of 
engagement with Asian international students, this study proposes the potential of Asia 
literacy to improve the marketability of international programs. Due to the significance 
of the international education market to the Australian economy, further research is 
required to validate this claim. If this hypothesis proves accurate, it has the potential 
to enhance the marketability of international programs and prompt further attention to 
the development of Asia literacy in schools offering international programs.  
6.10 CONCLUSION 
It is timely to reflect on the importance of this study. International education 
remains Australia’s highest service industry. Corporate organisations and national and 
state governments in Australia recognise the potential of engagement with Asia, yet a 
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deep ambivalence remains evident in society. This study has demonstrated that 
embedding international programs can provide opportunities for young Australians to 
develop new world views and regional awareness. However, the study also identified 
the challenges to embedding such programs. It highlighted the potential of the juncture 
of international programs and Asia literacy by shining a light on the actions of 
individuals in a government school. Whilst neoliberal and instrumental approaches to 
implementing international programs limit their effectiveness, nevertheless, such an 
agenda can be met and international programs can be enriched by school-based 
initiatives to foster intercultural understanding. Similarly, efforts to introduce Asia 
literacy in the curriculum could enrich international programs offered in Queensland 
schools in ways that meet the demands of corporate approaches whilst also building 
Australia’s capacity to engage with Asia, thereby providing Australia with “valuable 
opportunities for building stronger relationships across the region, including through 
closer educational, cultural and people-to-people links” (Australian Government, 
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Letter to participants outlining interview questions 
Research questions 
Preamble: The research investigates the ways in which International Programs and 
programs to embed Asia Literacy in the curriculum have been implemented and 
managed in one Queensland State School. 
For the purpose of this study, international education is defined as the development of 
international mindedness, or being internationalist in intent. Asia literacy refers to a 
range of broad understandings about the history, culture and society of the nations of 
the Asian region, that is, a form of ‘a cultural literacy’ about the peoples of Asia.  
These features will be explored with reference to the academic, financial and social 
aspects of the phenomena at the school administration and management level as well 
as with reference to the professional nature of staff work. 
The following interview will focus on three periods of change in the school: 
(a) 2004: The commencement of study tours. 
(b) November 2007 – Feb 2008: 100 HSP students enrolled, international 
programs are experiencing significant growth, the International 
Department is allocated office space and classrooms, the HSP DoS is 
appointed at a HoD level, a workplace reform is conducted to alter my 
position to a HoD level. 
(c) December 2009 – May 2010: The College is appointed as an Asia 
Learning Centre, Asia literate imperatives are released from the 
department, HSP reforms are instigated. 
I would like to hear your perspectives on these events. How did these periods of change 
impact upon the school, staff and students from your perspective? 
The interview will ask you to reflect on each time frame separately: 
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2004  Why do you think did these programs 
commenced? 
 What impact did you recognise (if any) – on 
the school with reference to the following: 
o Academically 
o Financially 
o Socially  
 Please suggest some other observations 
 What impact did this period have on the culture 
of the school? 
November 2007 – Feb 2008  What could have prompted or caused this rapid 
growth? 




o Socially  
 Please suggest some other observations 
 What impact did this period have on the culture 
of the school? 
December 2009 – May 2010  What factors led to the development of the 
school as an Asia Learning Centre? 
 What impact did you recognise (if any) – on 
the school, personally 
o Academically 
o Financially 
o Socially  
 Please suggest some other observations 
 What impact did this period have on the culture 
of the school? 
 
Please share any other reflections or stories about this time which you think might be 






An overview of timelines for the research period, significant policy and case school documents and roles of participants interviewed for the case study.  





documents P1 P2 P3 P4 & P5 P6 P7 P8 P9 P10 PR Comments 
              








2004 Period 1 – 
Initial 
development 
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PR & relieving 
Principal attend 
AEF Conference 
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documents P1 P2 P3 P4 & P5 P6 P7 P8 P9 P10 PR Comments 

















































P1, PR & 2 
other staff attend 
AEF Conference 
2010 DET SP 
GVSC SAR 






as a teacher 
  
2011              
2012  White Paper Resigns 
from EQ 
          
2013   New 
principal 
appointed 
          
2014            Apr: resign from 
EQ for HoS role 
at private school 
 
2015              







DET SP DET Strategic Plan 
GVSC SAOP Green Valley State College School Annual Operational Plan 
GVSC SAR Green Valley State College School Annual Report 





Configurations of successive departments responsible for management of EQ 






Location of international programs 
in strategic plan 
2003 2003 to 2007 Anna Bligh Department of 
Education 
One of three primary objectives 
2004 2004 to 2008 Anna Bligh Department of 
Education 
Section on “Increasing Competition 
for International Education” under 
“Education in the Smart State” 





Section on “Increasing International 
Competition” under “Key 
Challenges” 
2006 2006 to 2010 Rod Welford Department of 
Education and 
the Arts 
“International, Non-State and Higher 
Education Services” one of three key 
services, the other two being 
“Education Queensland” and “Arts 
and Cultural Services” 
2007 2007 to 2011 Rod Welford Department of 
Education, 
Training and the 
Arts 
“International, Non-State and Higher 
Education Services” one of five 
delivery areas; two other areas (to 
reflect training) were added to the 
three areas from 2006  
2008 2008 to 2012 Rod Welford Department of 
Education, 
Training and the 
Arts 
No specific section pertaining to 
international, but term mentioned on 
four occasions 





Term “international” is mentioned 
once  
2010 2010 to 2014 Geoff Wilson Department of 
Education and 
Training 
A key strategy of “National and 
International Partnerships” under the 
category of “Creating a Capable, 
Agile and Sustainable Organisation” 






A key strategy of “National and 
International Partnerships” under the 
category of “Creating a Capable, 
Agile and Sustainable Organisation” 
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Appendix D: 
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